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ABSTRACT 


This study was concerned with the conceptualization of an approach 
for evaluating school programs that differed from the 'conventional' evaluative 
practices traditionally derived from mathematical and behavioral models of 
research. The approach, called emic-evaluative inquiry, was an outgrowth of 
a critical examination of the assumptions of contemporary evaluative practices 
and an attempt at a meta-level consideration of methodological and epistemo- 
logical issues concerning the research practices of social scientists, educators 
and, in particular, of evaluators. 

Emic-evaluative inquiry assumed that individual experiences form 
worthwhile knowledge for evaluating a program. Experiences were viewed in 
terms of constructs of social phenomenology that provided a frame of reference 
for conceptualizing an emic or insider's point of view as being sora li constructed 
and supported by the daily activities of individuals. Thus, everyday life is con- 
sidered to be the paramount reality in which social meaning occurs. Meaning 
becomes constituted in terms of an actor's motives, interests, and typifications 
which are socially shared rather than in terms of explanatory relationships 
suggested by an outsider's frame of reference. 

The evaluative dimension of emic-evaluative inquiry postulated 
evaluation as a social process of valuing in which judgments are made from various 


viewpoints. Rather than adopt an outsider's concern for efficiency, as revealed by 


ha 


1 ae 


A Y 


? a “oneal y 
7 zy Al 
Ti 8 


| ‘ayitealea: lone tinein bil rie 2 Ss det wae + lost 


i slabo nm ‘etvodea bio {naitemtere yao bypovrinaite il ih 
wae i 


a. 


tr HY twist ici: fat OW Pic ht Huta 2 beta: | donna i iy as 
i) 


sag se - pea wT xsdrcwtned * ci nymipe aah 40 volte 
mamaterds mils Pe ACen Ley: ea temnatig fh ings fevel-otom o te ta 
| ugtotia wise. taltreisg oh aR vie ait * me ie Tia writ Bnrn need ace 
| ans paste vee ae 
Biel ike: pel stan tou vt Ud, ferk teow Vinee! wy tion a uh | 
a bo win ry angie bret ning’ ) re a (ey ” pr weghive ig 4 othe 
ontrtten Lia if nts oo Bete! vce, te M4 valid ane Lh tae a és 
_Hhevatings ae pad pad ne piney. Wy Feder: 3 4b dani NK ais ne oil me - 
| “n0% al ai viakiese ot ad prvi Wie =. elt Wages ‘' isl wh 

“gonaien anni coat ign lines Ria ai ve tye snuampneg ot de 
iiiminaad ea Lela vie bob sinn nae alent) siti i oy 

. ; la os | ‘olin seein TOMS Al fyiidd. vag hian tases viata 
an ae. | day ifs 1 _ RRS to seca loch mo 
| 7 i ie ieaibea pin nists dirty a the} rete bvioutnye $A 


a ahatiaeel aye: ovat std yt eile sisoo iowa oa oo 
| | mei vst riygo tion en ee wath, diigheal cs 


an examination of most conventional evaluative practices, emic-evaluative inquiry 
assumed that the actor's concern for quality of life is the value by which individuals 
ascribe meaning to human activities. 

Various methodological approaches were examined for purposes of 
obtaining an emic understanding of classroom activities. Participant observation 
and elite interviewing were identified as being desirable methods for obtaining 
descriptions of daily activities. Treating the actors' and researcher's accounts of 
their experiences as being problematic facilitated a subjective understanding of 
the routine and taken-for-granted nature of daily life. It was noted in this study 
that techniques of ethnomethodology provided opportunities for the interpretation 
of the practical activities of individuals. 

Empirical practices of emic-evaluative inquiry of a Project Canada 
West program were outlined. The study evaluated a secondary social studies 
program in two pilot classroom situations. Accounts of the experiences with 
classroom activities were provided by means of researcher logs and student and 
teacher interviews. Interpretations of ethnomethods indicated that students and 
teachers used the social process of ‘negotiation’ during their daily classroom 
practices. Descriptions indicated that negotiation was used by both students and 
teachers to bargain for control at one level and, at another level, served as a 


process by which individuals constructed social meaning. 
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THE NATURE OF THE STUDY 
An Evaluative Approach 


This study investigates an approach to educational evaluation that 
acknowledges the worth of information arising from an individual's experience 
in classroom activities. Such a study requires a conceptual framework and a 
methodological approach that differs from the conventional evaluative practices 
in education. 

My thesis for this approach, referred to as emic-evaluative inquiry, 
is that experiential knowledge provides valuable information on which to make 
decisions concerning the improvement and judgment of educational programs. 
In anthropology, the notion of 'emic' conventionally refers to an observational 
approach to human actions in which an individual's own account of his daily 
activities becomes known as an ‘insider's' point of view. In my study, this notion 
of 'emic' is extended to refer to an interpretive examination of the nature of humm 
experience. This approach presupposes that individuals are actors who, during their 
daily activities, construct and maintain a social order according to their practical 
interests. 

Throughout daily activities meaning structures become constituted as 
socially shared and taken-for-granted by those individuals in the social situation. 
When an individual typifies or expresses his experiences in terms of the socially 


° ° ' = ' 
shared framework of meaning, then his expression becomes ‘common-sense 
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knowledge. In addition, the social order acknowledges an 'insider's' view of the 
quality of daily life that provides a social standard for individuals to evaluate and 
ascribe meaning to human activities. 

As an evaluator, my intention is to expose the framework of that social 
world which will provide an emic understanding of classroom activities that will 
facilitate the improvement of educational programs. In this sense, my research is 
both emic and evaluative. As a form of inquiry, it not only provides a methodol- 
ogical approach for examining the social meaning of classroom activities, but also 
enables the evaluative inquiry itself to become a topic for examination, a condition 


often absent in conventional evaluative practices. 


The Research Questions 


As the problem is the research itself, a series of over-riding questions 
was formulated to guide and to stimulate my examination of emic-evaluative inquiry 
as another way of evaluating educational programs. These questions are: 

1. What aspects constitute emic-evaluative inquiry? 


2. How do the aspects of emic-evaluative inquiry differ from those 
of conventional evaluative practices? 


3. How has the experience of conducting emic-evaluative inquiry 
influenced my view of evaluative research? 


4. How do evaluative practices appear from an emic-evaluative stance? 


5. What social meanings of human activities are revealed by an interpretive 


study of classrooms? 


6. What contribution can practical knowledge provide for the improve- 
ment of school programs ? 
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A Point of Departure 


In conventional graduate research, the starting point of inquiry is in 
the form of questions or hypotheses that are deduced from formalized knowledge. 
In such research it is assumed that findings will contribute to the accumulation of 
knowledge within a particular field of study. Knowledge, which possesses a 
higher level of thought, then must be learned by the student. It remains external 
to the researcher. 

On the other hand, one's interests in graduate research are a creation 
of social experiences prior to and during research. It is contended that interests 
of conducting research, or evaluating school programs, should instead become the 
point of departure rather than be taken-for-granted. For example, House (1973) 
suggests that when he began to evaluate a program for gifted children, he was not 
a 'neutral observer', but an individual with personal commitments and feelings. 
As a candidate for a Ph.D. in secondary education I, too, have interests and 
motives. Such interests in formal knowledge are influenced by my biography and 
my experiences during research. In turn, these interests influence the way | 
interpret the major issues of my field of study. The issues cannot remain detached 
from who | am or what | am becoming. Instead, my interests must be examined so 
as to render them a meaningful part of conducting research. 

Upon reflection, | began to realize that my interest in educational 
evaluation was influenced by experiences with both practical activities and the 
formal knowledge of evaluative practices. Prior to being a graduate student, | was 


involved in social studies pre-service education and research. In one case, the 
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concern of a research project was the training of social studies teachers in the use 
of inquiry and values clarification teaching strategies. Attempts were made to make 
the research as rigorous (and thus respectable) as possible by employing a quasi- 
experimental design and various criterion measures to determine teaching effect. 
Dependent measures of student learning indicated no overall statistical significance. 
Yet my own experiences, and written comments from students, indicated that the 
socio-cultural nature of classroom activities suggested other meaningful qualities 

of the project which were not revealed by the statistical results. 

At approximately the same time, | read Shaver and Larkins’ (1973) article 
on social studies research practices in the Second Handbook of Research on Teaching. 
By indicating some of the problems of using experimental design and statistical 
techniques in the research and evaluation of social studies programs, the authors 
posit the need for a broader view of research methodology in order to make efforts 
in social studies research more fruitful. They suggest ethnography, a field method 
employed by anthropologists and sociologists, as one alternative method for conducting 
social studies research. Reflecting upon my experience with the teacher education 
project, | began to consider more seriously the importance of ethnography as an 


approach for evaluating social studies programs. 


During my first year as a doctoral student my overwhelming course require- 
ments in social studies curriculum and evaluation, statistics and anthropology, limited 
the time available to reflect on my proposed research. However, upon receiving 
encouragement from my advisor, | examined a wide range of topics not only in 
education but also in social science literature. A seminar assignment led to the 


formulation of a proposal for evaluating programs developed by the three projects 
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sponsored by the Canada Studies Foundation. The proposal outlined a very exten- 
sive pre- and posttest design and an ethnographic study of the use of programs in 
selected classrooms across Canada. Later, | realized that, although the proposal 
provided a plan for evaluating the work of the national project, it lacked a concep- 
tual base for conducting evaluative research. Moreover, the empirical dimensions 
proposed were far too ambitious and costly. 

Although uncertainty prevailed as to the shape my research would 
eventually take, three developments aided in the eventual formulation of the prop- 
osal. First, practical experience in evaluation provided insights into the issues 
Ree. ated with 'program-in-action' research. The practice consisted of a formative 
evaluation of a program developed by a team in Project Canada West, a curriculum 
development project in Western Canada (Aoki and Wilson, 1974) and the evaluation 
of the Alberta Social Studies Program (Downey, 1975). Second, further course 
work in social studies curriculum, evaluation, and anthropology provided a broad 
exploration of both traditional and contemporary thinking in education and social 
science. In addition, | participated in a seminar on classroom research which 
questioned many of the conventional practices in empirical research. In short, 
my formal learning activities and the related associations with professors provided 
the impetus for continuing my investigation of other ways of conducting evaluative 
research. 

The third, and probably the most formative experience, was the informal 
discussions | had with two other doctoral students with whom | shared an office. 


The office became a forum in which we discussed at a meta level other ways of 
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viewing issues in educational research. These discussions led to a realization 


that the field of social phenomenology provided other assumptions concerning 


knowing and the procedures for gaining knowledge that differ from conventional 


practices in educational evaluation. 


As a result of these experiences, | began to view the interests and con- 


cerns of contemporary evaluative practices from a different perspective. Although 


the concern for improvement of school programs continued to be a prominent 


interest, | began to view a number of prevailing issues in the field of educational 


evaluation as being problematic. Such issues were: 


Ue 


That in spite of warnings from some evaluators, educational evaluation 
continues to be an empirical enterprise with a positivistic orientation. 

An assumption exists among many educators that an empirical investig- 
ation of the evaluative process provides a neutral stance, not realizing 


that the process itself is a value-based view of man. 


That despite the methodological distinctions between educational and 
evaluative research, many evaluative studies continue to represent 


procedures common to empirical research and experimental designs. 


That many of the evaluative practices have failed to examine critically 
the underlying interests, assumptions and approaches implicit in the 


programs and institutions that influence the students being studied. 


That the much heralded shift to process-oriented evaluation emphasizes 


an outsider's point of view for studying the social world. Although 
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evaluative methods shift the focus from determining the effects of 

programs to one of examining occurrences during classroom instruction, 
knowing continues to be couched only in objective terms. In this instance, 
evaluative information does not recognize an individual's view of class- 


room activities. 


5. That the recently publicized recognition of anthropological field methods 
in education is only a small segment of the thinking of traditional and 
contemporary anthropologists. Ethnographies are viewed by educators 
mainly as methods for gathering holistic description of situations from 
the researcher's frame of reference, with little recognition that an actor's 
point of view is based upon an interpretive understanding of socially 


constructed meaning structures. 


6. That in spite of the argument by many educators that evaluation and 
development should be viewed as inseparable activities, evaluative 
work often occurs simply as an adjunct to developmental work. The 


result is a focus on the product with little or no concern for the 


process of curriculum development. 


If evaluation is to avoid these shortcomings, then a broader view is needed in order 
to examine the epistemological and methodological issues of evaluative research. 

This chapter has outlined emic-evaluative inquiry as another approach 
to educational evaluation. It is contended that the assumptions and the point of 


departure for this study differ from conventional research practices. The following 
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chapters are an attempt to support emic-evaluative inquiry as another way of 
evaluating education programs. In Chapter II the underlying assumptions and in- 
terests of conventional evaluative practices are examined. In Chapter III a view 
of research is outlined which provides the foundation for a methodological approach 
to evaluation that differs from conventional practices. A frame of reference and 
methodological approaches for obtaining an emic understanding of classroom 
activities are identified and described in Chapter IV. Empirical consideration of 
the nature of my experiences as an evaluator and of the experiences of students 

and teachers with class activities arising from the implementation of an innovative 
program are described in Chapter V. In the final chapter, | summarize by reflect- 


ing upon my study and conclude by making a series of major recommendations for 


educational evaluation. 


Procedural Notes 


A dissertation is a formal written discourse on a particular topic of study. 
The sequencing of chapters provides a set of signposts indicating the direction of 
reading. If a heuristic relationship is assumed between theoretic knowledge and 
empirical practices, then a linear format of chapters is appropriate. On the other 
hand, if a dialectic relationship is assumed, as in emic-evaluative inquiry, then 
a non-linear format of reading is required. Rather than providing a procedural 
account of discovering knowledge (evaluative information), this study gives an 
account of knowledge construction, at both the level of research and of classroom 
activity. The major value of the thesis, therefore, does not exist with its conclusions, 


but rather with the process of conducting research. As a result, the significance 
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of each chapter should be viewed within the total context of the thesis. 

A second note to the reader concerns what might initially seem to be 
redundancy in segments of the thesis. On closer examination, it becomes apparent 
that the redundancy represents various levels and viewpoints of a dialectic form 
of inquiry of human activity. 

A third note to the reader involves the use of the ‘first person’ style of 
writing. In most theses, it is assumed that the researcher detaches himself from 
the substantive issues of the study. In emic-evaluative inquiry, the phenomen- 
ological stance acknowledges that my inquiry is a product of my ordering of the 
objective world of education evaluation. Thus, my experiential knowledge itself 
becomes a topic for investigation. 

Finally, many of the terms used appear alien to conventional research 
practices in education. Much of the wording relates either to anthropology or to 
Alfred Schutz's work in social phenomenology. Where necessary, clarification is 
made by the use of footnotes or parentheses. In general terms, phenomenology is 
a methodological approach for describing and interpreting conscious experience. 

It requires bracketing out (suspending) the social categories normally used, in order 
to examine how such categories are constructed by the people who use them in 
everyday life. 

The terms 'everyday life, 'world of daily life’, and 'the common-sense 
world! are variant expressions of social phenomenology that refer to a social reality 
that people construct and maintain through social action. Although commonly 


shared, the social world is taken-for-granted (unquestioningly accepted) by people 
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when interpreting daily events and actions. In Pirsig's (1975:59) words, "What 
makes one's world so hard to see clearly is not its strangeness but its usualness. 
Familiarity can blind you too." Thus, the es by which people construct 
their social world become a topic for investigation. 

Lastly, the term ‘conventional’ is often used in comparison of research 
practices. It is intended that the term be a referent for those contemporary educa- 
tional and related evaluative practices that have a positivistic orientation. More- 


over, it presupposes the collection of objective data based on behaviorial and 


mathematical models of research. 
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Chapter II 
AN EXAMINATION OF CONTEMPORARY EVALUATIVE PRACTICES 


The purpose of this chapter is to provide a ‘critical’ examination of the 
procedures and assumptions underlying present evaluative practices. Accordingly, 
the discourse will illuminate the nature of the evaluative process which most 
educators unquestioningly accept. The examination will focus on two related 


issues of evaluation: procedural aspects and major guiding interests. 


Procedural Aspects of Evaluative Practice 


Concern among evaluators for the procedural aspects of evaluation 
has been influenced by a number of developments in educational research. These 
developments are the stipulation of procedural definitions, the generation of evalu- 
ation models, the utilization of experimental designs and research practices, and 


the shift from product to ‘process-oriented’ evaluation. 


Definitional Statements of Evaluation 


An examination of the literature on evaluative research reveals a number 
of ways in which the complex nature of evaluation is defined.! No single definition 
is fully satisfactory. The existence of definitions, however, provides a language 


for communication. Moreover, these definitions contain the implicit assumptions on 


| Kaplan (1964) contends that the meanings of terms can either be stipulated 
by way of definition in the strict sense, or defined by a set of synonymous condi- 
tions. It is within this latter framework that many evaluators have attempted to 


specify the procedural aspects of educational evaluation. 
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what evaluators think and do. Consequently, an investigation of these definitions 
will assist in clarifying the taken-for-granted reality of the evaluator. 

Initially, evaluation derived its meaning mainly from psychometrics, in 
which the term ‘evaluation’ was viewed in terms of measurement. Assessing the 
characteristics of an individual's performance by statistical manipulations of indi- 
vidual results became the major role of evaluation. Stufflebeam et al (1971:11) 
posit that evaluation was perceived as a 'science of instrument development and 
interpretation’ that mitigated the recognition of value judgments and restricted the 
collection of evaluative information to variables for which measurement tests 
existed. 

A second widely accepted way of defining evaluation is in terms of the 
degree of congruency between student performance and predefined objectives. In 
this case, evaluation is defined in terms of goal achievement. According to this 
scheme, Scriven (1967:51-52) states, the evaluative question becomes: "How well 
does the course achieve its goals?" instead of "How good is the course?". Evalu- 
ation in terms of goal achievement is premised on two major assumptions. First, 


education is a process which seeks to change the behavior of human beings (Tyler, 


12 


1969) and, secondly, program development and evaluation is based on a unidirectional 


means~end relationship, constituted in the language of efficiency (Aoki, 1974a). 
That is, education is conceptualized in terms of procedural steps in which the 


goals, the determination of the means of achieving these goals, and the formulation 


of ends are handled sequentially. 


The means-end relationship requires the evaluator to select a goal (often 


determined by the development agency) and then examine the degree to which the 
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goal has been achieved. Bacchus (1972) indicates such a linear approach is overly 
simplistic for two reasons. First, little is known about the relationship between 
program content and goal achievement. Second, this view of a means-end relation- 
ship is a rationalistic way of interpreting the manner in which pedagogy functions. 

In such a means-end analysis the role of the evaluator is often limited 
to that of a technician. In other words, the evaluator's major concern becomes 
one of identifying and utilizing the most effective techniques for measuring end 
results rather than considering the worth of goals being attained. As a result of 
this role, the evaluator qua technician often determines (or provides information 
5 others on) the degree of congruency based upon the interpretation of quantitative 
information. 

A third approach to specifying the meaning of evaluation has been that 
of using a mixture of conceptual and operational definitions with the greater 
emphasis placed upon operationalism. Although it can be said that Gaerarionslion 
is interpreted loosely in evaluative research, it still represents a significant way 
in which one can view scientific knowledge. In the ideal sense, operationalism 
is a device for defining the meaning of all concepts employed in the sciences in 
terms of the operations by which measurements are made. 

Within the field of evaluation, the advocacy of operational definitions 
represents an attempt to be more specific in outlining evaluative procedures. Yet 
the concern for specificity masks the arbitrariness by which evaluation is 


defined. This is reflected in the following procedural definitions of evaluation. 
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Stufflebeam et al (1971:40) define evaluation as: 


the process of delineating, obtaining and providing 
useful information for judging decision alternatives. 


Alkin (1969:2) views program evaluation as: 
the process of ascertaining the decision areas of 
concern, selecting appropriate information and 
collecting and analysing information. 
Provus (1969:243) considers evaluation to be: 
the process of (a) agreeing upon program standards, 
(b) determining whether a discrepancy exists between 
some aspect of the program and (c) using discrepancy 
information to identify the weakness of the program. 
Carter (1973:12) sees social program evaluation as: 
the systematic accumulation of facts for providing 
information about the achievement of program 
requisites and goals relative to efforts, effectiveness 
and efficiency within any stage of the program. 
Despite the differences in the identification of procedural steps and related sequences, 
these four definitions of evaluation indicate an ‘operational’ commonality. In other 
words, an evaluative activity, as in cake-making, is defined by its recipe. Upon 
closer examination, the definitions reflect two operational characteristics. First, 
evaluation is viewed as a linear process of inquiry. Operational tasks such as 
‘selecting appropriate information', and ‘using discrepancy information’ are specific 
steps that are necessary for evaluation. Moreover, these evaluative behaviors, by 
emphasizing that each step forms a logical basis for the next, imply that evaluation 
is similar to the process of scientific inquiry. Such stress on procedural sequencing 


creates a linear process which has both a discrete beginning and an end. Deter- 


mining 'what is the problem or need' is a starting point, whereas the end is 
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‘judging of decision alternatives, identifying program weaknesses or illustrating 
program efficiency. ' 

The second characteristic of operationalism is that of the inclusion of 
operational categories. The establishment of clear-cut operational statements 
assumes that the operations will be duplicated by evaluators. Further, the approach 
suggests a degree of rigidity that sponsors an empirical representation of social 
phenomena. Thus, the process of evaluation focuses on technique or technical 
matters, and assumes that the evaluator is a technician who rationally performs 
the tasks of evaluation as prescribed in a definition or model. 

The range of definitional statements associated with measurement, 
congruency, and the process of scientific inquiry continues to prevail in evaluation 
literature (Worthen and Sanders, 1973; Kibler et al, 1974; Harris et al, 1974). 
Over time, the emphasis on evaluative definitions has changed from that of 
measurement and congruency to a definition of a more explicit nature that speci- 
fies evaluative tasks in an operational form. It is contended, however, that the 
difference in definitional emphasis does not represent a shift in the underlying 
assumptions of evaluative practice, but is simply a continuation of a guiding interest 
reflecting an empirical mode of research that stresses efficiency and quantitative 
information. Further examination of the efforts of evaluators indicates that the 


creation of models and the use of experimental research designs and statistical tech- 


niques reflects a conventional mode of research. 
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Models of Evaluation 


A second way in which evaluators have dealt with procedural aspects 
is by constructing models of evaluation. Many evaluators think that the building 
of models would provide potential steps for the process of evaluation (Taylor and 
Cowley, 1972), as well as assist in establishing a theory of evaluation by means 
of continual empirical testing of particular models. 

However, these reasons for establishing evaluation models to achieve 
the goals of behavioral science can be criticized on three accounts. First, evalua- 
tion models represent a conflict of interests. The concern for development of 
theory requires a 'model for’ evaluation which provides a way of testing empirical 
phenomena. Yet, the concern of the practitioner is to have a model that would 
aid understanding of the complex process of evaluation - a need better served by 
a 'model of' evaluation. 

Attempts to create this conceptual model represent the second conceptual 
concern. Most 'models of' evaluation would appear to be simply diagramatic rep- 
resentations based upon personal perceptions of 'what ought to be’ rather than an 
identifiable body of knowledge. Use of such schema often becomes dependent 
upon the operational definition of the evaluator rather than an intrinsic feature of 
the model itself. Models, therefore, reduce the evaluative process to a set of 
procedural rules for data collection, rather than portray the complexity of evalu- 
ative practice. This would appear fo be the case particularly of the work of 


Stufflebeam et al (1971) and Alkin (1969). 
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An additional shortcoming of the diagrams is the tendency to mis- 
represent the process of education by portraying it as a closed system and by 
presenting entities in a schema as separate and isolated rather than as fluid 
occurrences. 

Finally, as Levy (1973) indicates, these models are often construed 
as having generalizable qualities when, instead, they are simply personal spec- 
ifications, without empirical verification. This weakness, Levy contends, makes 
it difficult for a practitioner first to select a model for designing an evaluation 


and later to translate the model into guidelines for practical work. 
Experimental Designs and Research Procedures of Evaluation 


A third attempt to deal with evaluative procedures is based on the 
view that a methodology of evaluation is similar to quasi-experimental design and 
statistical techniques used in conventional educational research. This view is in- 


dicated in the statement by Worthen and Sanders (1973:36) on the role of an 


evaluator. 


The evaluator's role is largely that of a methodological 
expert applying inquiry techniques to the solution of a 
particular type of practical problem. Consequently, 
emphasis in training must be given to such topics as stat- 
istical analysis, measurement and psychometrics, survey 
research methods, and experimental design. The tech- 
niques that a single evaluator might use are little differ- 
ent from the body of techniques used by the empirical 


social scientist. 


In addition, the application of methods and tools of social science presupposes that 
the systematic collection of accurate and objective information will enable wise 


and rational decisions to be made about the improvement of programs (Weiss, 1972). 


Pom 7 7 Di 


“ ss moteye bozalo p20 i. gore. N id seiteaubs ta — ott 


oa hi) bivit Pe > nonft seston te tale bap 4 Sioa Faee cmt ont  aattiing 


 hawrienoo matte ow elebom seed? <tatooibai (ENRT) qed 2p wtlooit 7 


lomoesaa ylqmnia re Fo) yor bosienit Jeri sels aldosilorstig 
fs. i" . ver 
lus ied 


i tonorn - ohare prec) vive zansogw Aron | “ok tostt tims winoftla: ins ignin. 


. 


ot * ; . | ; od ain Sok L det 
nottoviove #9 onmefesb jot lobar > toe'S2'o 


notion oy. to eewbs: 204 dois rip apived cine 


art ao boend'ei esiubasoig « evitoulovs iti tosh, of igmstto brid A 7 


ot pied Inthemite eqne-ie up ol esate ai noitinulns to. pola Toy 


er 
' 
i 


i ei oweiy 2in a lo no itooubs lnettaetioe ai} bad Hy  <supiadost 


ite j96 lor edt no (WE: exer ys nebnoe bro 1 ned ho ne ino 
AN, : 


ro ; : } kh 
ee GnOn AY p16 dork dealt at eter 2" "otoulove ee 
b 19 Roitiloe adi’ of 2aupindsst wrtupnt: onby , 
“ixttosupe p2e nos; aipaey nid fesitsong Fos ‘sq 


| | “eve ein sce She ans keson” win seit 
| m 7 =1997 Brit fbi ples) Joinembeqie Brip” oth : 
_ aie) . <b ohhtth an 12] 2) doin rotoulove Sleniz eo » tr 

haynes) __ lpolalgme adit! ue bez sane to. bd ai 
| | i) hy 


_ | 
- esiw. saline, ihe nattomiche ‘via slate a puso : 


eae i hy rs ae we 
— eeieW) emorgorg 46 teomovon gent Auk tuo 


The expectation that an evaluator is one who is trained in the use of 
experimental design and statistical analysis for the purposes of collecting objec- 
tive information is evident in numerous evaluation reports, in plans for conducting 
evaluation, and in academic debates among evaluators. 2 

On closer examination, the utilization of research designs and statistical 
techniques reveals a series of limitations. First, evaluation methodology tends to 
become equated with what Kaplan (1964) calls techniques - the specific procedures 
used in a given science, or in the particular inquiry context of that science. Thus, 
methodological consideration becomes an examination into the potentialities and 
limitations of a technique and not of the understanding of the process itself in the 
broadest possible terms. 

Secondly, research designs suggest the use of static models for educational 
situations that are constantly changing. Weiss (1972) in perceiving a dynamic 
situation as ‘inhospitable’ to evaluators, outlines, in a chapter entitled "The 
Turbulent Setting of the Action Program", the necessary skills evaluators need in 
order to deal with the varying kinds of friction they encounter when conducting 
their research. 

A third limitation of research design and analysis procedures is that the 
unit of analysis is the individual. Evaluation, therefore, becomes based upon 
Paiva: of the effect that instructional variables have upon certain student charac- 
teristics such as achievement, skills or attitudes. Information of this nature does 


not provide a total description of the effects of educational programs, nor does it 


Zin response to other evaluators’ concerns about using experimental designs 
in evaluation Worthen and Sanders (1973) provide an extensive argument for exper- 


imental design as one legitimate evaluation tool. 
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provide the necessary information for the improvement of a program. 
Process-Oriented Evaluation 


A fourth way in which evaluators have dealt with procedural aspects 
is evident in the shift from 'outcome' to 'process' evaluation. Since the concern 
presupposes evaluation as the collection of information for decision making, evalu- 
ative efforts concentrate solely on the empirical procedures for gathering evaluative 
information. In other words, evaluators collect information while decision makers 
judge the worth of programs. Moreover, it is assumed that the act of judgment of 
programs is based on the empirical knowledge provided by evaluators. Although 
many evaluators support the notion of evaluation as selecting and collecting 
information for decision making, others criticize these procedures as being too 
prescriptive in nature. Asa result, it is suggested that the use of research models 
of psychology is too limiting for evaluating educational programs (Sjogren, 1974), 
and that the use of comparative research for measuring the effect of school programs 
does not indicate adequately the parts of a program that need to be improved. 
Sjogren (1974:1) contends, therefore, "that the variety of data and information needs 
in educational institutions requires the skills, methods, and insights of not only 
psychology but the social sciences and the humanities as well, " 

The acknowledgment of other methodological approaches for evaluative 
practice has led some evaluators to concentrate on obtaining descriptive information 


of the actual activities in the particular situation, rather than evaluate programs 


in terms of student achievement and/or attitude change. 
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This emphasis on describing the 'program-in-action' is documented in 
the AERA Monograph Series on Curriculum Evaluation, numbers six and seven. 
These recent monographs outline the use of classroom interaction systems, anthro- 
pological field methods, and narrative writings as techniques for collecting 'process- 
oriented’ information. 

The examination of the procedural nature of definitional statements of 
evaluation and of the practical efforts of evaluators, reveals both the successes 
and shortcomings of such an orientation. The success of the conventional mode of 
research in educational evaluation cannot be negated. A variety of evaluative 
plans and procedures for conducting evaluation has been established. Research 
designs and techniques have been adapted and utilized for collections of evaluative 
information. Models have illustrated the complex nature of evaluation. 

In turn, shortcomings reveal ways in which procedural aspects of educat- 
ional evaluation can be improved. Yet, a concern only for procedural aspects 
of evaluation promotes a sense of conservatism in terms of conceptual stability, 
rather than fostering a discussion of educational advances (Apple, 1974). In other 
words, a unitarian concern for procedural aspects does not lead to an examination 
of the taken-for-granted nature of evaluative practices. Instead, a broader frame- 
work is required in order to clarify the guiding interests of evaluation. Once such 


interests are made explicit, then alternative ways of conducting evaluation can 


be considered. 
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Major Guiding Interests of Evaluative Practice 


Evaluation in Terms of Social Valuing 


In order to examine the values and assumptions inherent in evaluative 
practices, a broad conception of the term ‘evaluation’ is required. Apple (1974), 
in his criticism of present evaluative practices and underlying assumptions, defines 
evaluation as a process of social valuing. The process is not operationally defined 
but instead describes the major considerations of social valuing. According to 
Apple, evaluation first involves assigning a value to a specific set of activities 
or products by a group of people. 

Second, the process requires choosing from a range of value systems, 
a value that gives meaning to an educational product or activity. These activities, 
according to Apple, can therefore be judged in terms of their efficiency, their 
human qualities, their Srpedintent of conflict and uncertainty, or their political 
fulfillment. Therefore, acts of evaluation are not neutral in nature, but imply a 
guiding interest that is accepted as given. For this reason, Apple suggests that 
evaluation is ideological in nature. Such a perspective is not necessarily wrong; 
it provides only a partial view of the worth of educational activities. Thus, 
evaluation is an expression of certain values which are, in part, a set of beliefs 
shared by people. Recognition of these beliefs is essential to understanding the 
ways in which certain social activities such as educational evaluation are organized. 

In addition, Apple contends that the guiding principles of evaluation 
such as achievement, improvement, etc., are socially constructed. These concep- 


tions are not inherently found in people, but embody the application of social rules 
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which are considered desirable by a particular group. Apple posits that if guiding 
principles of evaluation are social constructs, then evaluation should focus not 
only on individuals, but also on the school which, as an institution, possesses 


certain social rules. 
Evaluation in Terms of Efficiency 


Today, whether implicitly or explicitly stated, most educational acti- 
vities are valued in terms of efficiency. An example of an explicit statement of 
efficiency is contained in the general model of instruction as proposed by Kibler 


et al (1974). It states: 


The major premise underlying the model is that the 
goal of teaching is to maximize the efficiency/ 
effectiveness and minimize the anxiety with which 
students achieve specific objectives (p. 21). 


and further: 
As suggested by the feedback loop in the general 
model of instruction, the primary purpose of evalu- 
ation is to assess the effectiveness of instruction. 


Of course, the focus of evaluation is to determine 
whether students achieve mastery of the instructional 


objectives (p. 115). 
In addition, this concern for efficiency is present in pleas by evaluators for 'a 
systematic inquiry into the effectiveness of potential new programs.', and the 
need for ‘dependable information in the performance of educational products, 
practices and programs.' (Worthen and Sanders, 1973:348). 
Besides contemporary references for efficiency, the evidence of its 
social value has been extensively documented in North American education from 


a historical point of view. Kliebard (1975) illustrates how the dominant metaphor 
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of curriculum design for the first half of the 20th century was drawn from corporate 
management. The result of this production metaphor, Kliebard contends, is a 
bureaucratic model with behavioralistic and technological characteristics that has 
dehumanized education, alienated ends from means, and stifled student intellectual 
curiosity. 

In a critique of the foundations of the field of curriculum, Walker (1975) 
concludes that curriculum-making is professionalized on a bureaucratic and tech- 
nical model. Asa result, curriculum development lacks mutual criticism by 
educators which is necessary for genuine advances. Furthermore, Karier (1974) 
shows how the bureaucratization of the school curriculum is supported by the social 
and intellectual climate of North American society. Inherent to this climate is an 
Enlightenment ideology which espouses the need for compulsory schooling in order 
to solve social problems by developing in children the proper social attitudes and 
the job skills necessary to fit the social structure of a developing nation. 

The point of such reappraisal of the beliefs and practices of education is 
that today's issues cannot be resolved simply by studying the problem of how to assign 
values in an operational way. Such investigation also requires the study of the 
nature of the values implicit in the procedures now and in the past. 

In other words, to gain an understanding of the worth of an education prog- 
ram, an evaluator must examine both the actions of students and the values of social 
rules shared by the members of the instititution in question. Today, the institutional 
concern for efficiency is supported in evaluation by a process- product rationality. 


To educators, there are some major shortcomings of process~product 


reasoning. Apple (1974) considers the problems to be both educational and idealogical 
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in nature. Educationally, process-product thinking leads to the consideration of 
people as 'things'. This reasoning assumes that education is 'a process of changing 
the behavior patterns of people' and thus students become objects to be manipulated. 
The danger of this objectification, Apple warns, is that students are treated as they 
are conceived to be rather than as they really are. 

The second concern of instrumental reasoning is that efficiency can 
easily become a goal in itself. This encourages evaluative activities to focus on 
those aspects of programs for which evaluative information can be collected. In 
turn, such emphasis on efficiency leads to a means-end dichotomy which, when 
viewed in program development and evaluation, tends to reify means into ends. 

The idealogical nature of process-product reasoning is another shortcoming. 
Evaluation by nature provides a limiting perspective of the worth of educational 
phenomena. Furthermore, it tends to be conservative in nature. Apple (1974) 
contends that educational evaluation is conservative because of its tacit support 
for order and certainty, its focus upon technical expertise in solving bureaucrat- 
ically defined problems and its avoidance of social issues and criticism. The result 
is that evaluation tends to take for granted the institutional assumptions, and by its 


practice, provides rhetoric to continue support of these assumptions. 


Knowledge Guiding Interests of Evaluation 


In essence, all evaluative practices have certain knowledge guiding 
interests. For process-product reasoning, Habermas (1972) classifies man's actions 


in an advanced industrial society as being purposive-rational. These activities, 


Habermas states, are indicative of an empirical analytic science which centers 
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upon the interests of control and certainty. In educational evaluation, the empirical 
models and techniques patterned after behavioral science are exemplars of this 
approach. Moreover, epistemology becomes associated with scientism's standards of 
objectivity of the data and neutrality of the researcher. 

The educator's belief in the process-product rationale also tends to mis- 
represent the ameliorative orientation upon which curriculum development is premised. 
Although amelioration has for some time dominated educational thinking, recent interest 
in the development and judgment of school programs has enabled evaluators to become 
more directly involved in the process of improvement. 

Concern for the improvement of school curricula has encouraged evaluators 
to concentrate on the role of evaluation within a particular social situation or pedagog- 
ical context, rather than discuss the goals of evaluation at a broader methodological 
level. Asa result, the efforts of evaluators have tended to focus more on prescribing 
the procedures of evaluative inquiry while glossing over the more fundamental questions 
regarding the estimation of worth (Scriven, 1967), and the underlying interests and 
assumptions of evaluative practices (Apple, 1974). Education, therefore, becomes 
enamoured with improvements in terms of efficient ways of attaining goals rather 
than concerned with questions of what constitutes an improvement of school situations. 

The emphasis on improvement for reasons of efficiency is reflected in 
Worthen and Sanders! (1973) consideration of evaluative practices. For Sjoberg 


(1959), a decision-oriented study such as evaluation, is viewed as a means of solving 


bureaucratically defined problems. To some degree Scriven (1972) questions the 


concern for improvement solely in terms of goal attainment, by proposing evaluation 
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as an approach that recognizes not only predefined outcomes of a program but 
also its various side effects. 

Finally, the urge to do good by developers and evaluators of cur- 
ricula tends to focus on such practical questions as: "...how can | improve 
my teaching; which are the best programs; and how can | recognize and reward 
a good teacher?" (Kliebard, 1975:42). Although the consideration of such 
practical questions is required now, the need for urgency must not deflect the 
efforts of evaluators from the critical examination of the assumptions underlying 
evaluative practices. 

Practical problems cannot be resolved simply by an improvement in 
procedural practices. On the other hand, if evaluators step back and question 
tenets of evaluation that were assumed to be given, then they can gain a 
greater awareness of the nature of such evaluative practices as goal attainment, 
behavioral objectives, and accountability. For instance, awareness of the know- 
ledge-guiding interests of evaluation can lead to the clarification of the intents 
of evaluation and to the formulation of various methodological approaches for 
conducting evaluation of schooling activities. 

The foregoing examination of evaluative literature illustrates that 
most evaluative procedures depend upon operational definitions, employ research 
designs and statistical techniques, and possess an interest in control and certainty 
for the sake of efficiency. These qualities of evaluative practices are being 
constantly criticized. For instance, the writings of Eisner (1974, 1975) indicate 


serious shortcomings of conventional modes of evaluative practice and suggest 
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alternative approaches to evaluation. The nature of these and other approaches, 
however, must be made explicit - a task that requires a meta-level framework 
of investigation. In the next chapter, a broader view of evaluative practice 


is described. 
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Chapter III 
IDENTIFICATION OF EMIC-EVALUATIVE INQUIRY 


In the last chapter, albeit briefly, a critical analysis outlined some 
of the presumptions underlying conventional educational evaluation. A positiv- 
istic emphasis of research and a dependency upon the value of efficiency were 
described as major characteristics of contemporary evaluative practices. 

In this chapter evaluation is considered in a broad context. The first 
part of the chapter is devoted to the role of evaluation in curriculum development, 
einley findings of empirical research, and theoretical discussions concerned with 
the improvement of research practices in education. Although these considerations 
of evaluative research deal with a wide range of research issues, it is contended 
that much of the epistemological and methodological discussion continues to be 
rooted in positivism. If another way of evaluating educational activities, different 
from the research methodology and the way of viewing the social world of contemp- 
orary practices, is to be considered, then a 'meta-level' examination is needed. 


Thus, in the second part of the chapter, another way of conducting educational 


evaluation is clarified. 


The Positivist Tradition of Educational Evaluation 


Role of Evaluation in Curriculum Development 


Since the launching of Sputnik in 1957, curriculum developers, scholars, 
and educational policy makers in Canada and in the United States have expended 


considerable resources toward curriculum development. The intent of most of 
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these development activities has been to design curricular resources in the form 

of student work outlines, audio and visual aids, and teacher guides, so as to 
replace or to supplement existing school programs. Hence, the decade of the 
sixties was a time when such national projects as the Biological Sciences Curric- 
ulum Studies, the Physical Sciences Study Committee, the High School Geography 
Project, and the School Mathematics Study Group were developed and implemented 
in American schools. These projects had a disciplinary focus and their intent was 
to upgrade student achievement. 

The concern of national organizations to design curricula that would be 
more effective than regular school programs in facilitating student achievement 
has led to a role of evaluation which Scriven (1967) has clarified as summative in 
nature. The concern of evaluators became the resolution of the institutionally 
defined problem "Which program is most effective?" Accordingly, new programs 
were compared with established school programs and their worth was viewed in 
terms of statistical significance. In turn, evaluation was associated with the 
measurement of student outcomes and with experimental research practices. In 
other words, the orientation of evaluative research in curriculum development 
was positivistic in nature. 

Three basic characteristics of evaluative practice have emerged from 
the positivistic orientation. Firstly, evaluative information has been characterized 
by 'objective' data obtained from empirical research that commonly employed 
quasi-experimental designs. The main concern of those involved in such empirical 
research has been that of determining the effectiveness of a particular program 


in changing student behavior. Student mastery of disciplinary knowledge became 
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the most common criterion for determining the effectiveness of a program. 

Secondly, evaluative activity tended to become an appendage to cur- 
riculum development rather than forming an integral part of the development 
process as posited by Aoki (1974a) and Westbury (1970). In this instance, the role 
of evaluation in curriculum development is to assist in or to make decisions regard- 
ing the worth of the final product. Such decisions are based only upon how well 
students have learned certain desired states set by the producer. Evaluative 
practice, therefore, does not become intertwined with such curricular issues as 
goal setting,and selection of content and teaching activities. In contrast, recent 
evaluation reports show greater concern with the improvement of a program rather 
than the assessment of student learning outcomes. Two Canadian examples are 
the pioneer evaluative work of the Alberta Social Studies Program (Downey, 1975) 
and of the Canada Studies Foundation (Bernier et al, 1975). In these cases, the 
role of evaluation is primarily formative, centrally concerned with the improvement 
of the program and its development process. 

Thirdly, empirical research practices in evaluation have facilitated an 
accountability movement that is premised upon the evaluation of student learning 
rather than upon the examination of the school itself. For determining the account- 
ability of schools, the primary basis has become the measurement of student out- 
comes. Concern among evaluators is thus for techniques to measure student 


achievements. An illustration of this concern is the debate over the merits of norm- 


and criterion-referenced measures (Popham, 1974). 
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Hence, the evaluative characteristics arising from the role evaluation 
played in early curriculum development have encouraged evaluators to resolve 
institutionally defined problems and to focus only on procedural aspects. Apple 
(1974) contends that such evaluative activity has fostered more concern for con- 


ceptual and social stability than for change in evaluation. 
Research Surveys Related to Evaluative Practice 


In recent years, increasing criticism directed towards conventional 
research practices in education may be found in surveys of curricular and pedagog- 
ical research findings. Many of these surveys examine research findings which 
have been used as evaluative information. One such practice for judging the 
worth of an innovative program aries the use of comparative research in which 
such a program is compared with a conventional school program according to 
student achievement. Weaknesses of this practice are pointed out by Walker and 
Schaffarzick (1974). Upon reviewing twenty-six long-term and large~scale studies 
involving comparison of new and traditional curricula, they conclude that innovative 
curricula were superior only in their own terms. In other words, students receiving 
different curricula (in the same subject area) performed best on the portion of the 
test related to their program, and equally well on the parts of the test common to 
both curricula. Walker and Schaffarzick (1974) contend that other shortcomings of 
the comparative approach to curriculum evaluation are: dependence upon the 
restrictive nature of achievement tests (range of outcomes); the assumption that 


curricula being compared have the same intentions; and that the function of research 
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is to discover which curriculum performed the common tasks best. Because of these 
shortcomings, Walker and Schaffarzick (1974) seriously question the value of design- 
ing and conducting quasi-experimental research for comparing curricula. They 
recommend instead, for both policy makers and scholars, "studies which locate the 
distinctive outcomes of different curricula and studies which determine the long-term 
school related and life consequences of these different outcomes" (1974:109). 
Although these recommendations represent new avenues by which to compare (evaluate) 
curricula, research by their definitions would continue to remain outcome oriented. 

A second area of research related to evaluative practice is the investig- 
Aten of schooling variables thought to affect student achievement. A number of 
surveys confirm the inconclusive evidence of comparative research concerned with 
such school variables as class-size, team teaching, and group-centered versus 
teacher-centered approaches. Stephens (1967) contends there are no consistent or 
significant differences in student achievement associated with any of hess variables. 
Similarly, Averich et al (1972) in a Rand Corporation report entitled "How Effective 
is Schooling?" concludes that there is inconclusive empirical knowledge regarding 
the determinants of schooling effectiveness. 

Because of this inconclusiveness, the Rand report suggests three fruitful 
avenues for future educational research. First, research should consider non-school 
factors as possible important determinants of what happens in school. Second, the 
relationship between teacher, student, and method may produce an interaction 


effect that ascribes importance to one situation but not to another. Third, an 


improvement in educational outcomes may be more easily facilitated by different 


forms of education, such as open schools and performance contracting. 
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Cther surveys have extensively examined classroom interaction research 
which relates teacher behaviors to pupil growth. Ina survey of classroom research 
Nuthall reveals that although the "type and complexity of variables has changed, 
the questions being asked, the research designs and the ambiguity of the findings 
remain largely unchanged" (1974:1). He contends that the ineffectiveness of class- 
room research is not so much a function of the complex nature of a classroom but 
rather the commitment of researchers to traditional research procedure. The solution, 
Nuthall argues, is to let the nature of both the problem and the data determine the 
procedures that should be used, and thus provide a basis on which reliability might 
be assessed. This is in contrast to the use of normative models in research which 
indicate the way data ought to behave. Although Nuthall posits that the commit- 
ment of many educators to traditional procedures of research has led to asking the 
wrong kinds of research questions, it would seem that his concern is only with the 
‘conventional’ empirical mode of research and ignores broad methodological 
questions. 

In terms of the evaluation of classroom instruction, Rosenshine (1970) 
outlines ways in which classroom observation instruments can be utilized. He 
contends that without classroom interaction data it remains difficult for educators 
to conduct formative evaluation. In addition, Rosenshine (1970) states that to 
perceive an instructional program as a homogeneous ‘treatment variable’ is a 
questionable assumption in light of research by Gallagher (1966) indicating vari- 
ability in teachers’ use of an instructional program. He recommends that the use 


of category and rating systems can aid evaluators in attending to the context of 
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classroom interactions other than frequency counts and in facilitating a better 
understanding of the relationship between classroom occurrences and student out- 
come measures. 

The surveys upon which | have commented represent only a portion of 
the many examinations of conventional empirical research in education. Never- 
theless, they point to some of the major criticisms of research practices commonly 
found in curricular and evaluative studies. 

These surveys of the findings of conventional research may help in the 
improvement of procedures for the accumulation of 'scientific' based knowledge. 
They may even lead to more generalizable statements regarding the effectiveness 
of schooling variables in terms of student achievement. 

Yet the recommendations of the surveys for a greater array of dependent 
measures, increased collection of classroom interaction data and more longitudinal 
studies for examining school and life consequences are methodological issues of an 
'in house! nature. In this view methodology is equated with technique. As 
Kaplan states, the issues are ... “inquiries into the potentialities and limitations 
of some techniques or other, or exploration of its variants" (1964:19). In other 
words, the foundations of the techniques remain unquestioned, with the major 
concern focusing on the mastery of the process. Such emphasis upon technical 
matters of research is characteristic of the 'designative' form of inquiry. © Moreover, 


the major focus of such recommendations is for a program effectiveness in terms of 


3 The term 'designative' comes from a social studies workshop developed by 


Aoki (1974b). Designative inquiry posits a sense of detachment of man from the 
social world. In turn, the stress upon 'watching things happen’ produces know= 


ledge about curriculum’. 
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student outcomes and for certainty in the operation of school programs. 

Although no single critique of the growth and development of knowledge 
in education has received the kind of attention given to Thomas Kuhn's (1970) 
writing, there are a number of discourses that provide a historical account of the 
thinking about research and, in particular, evaluative practice. The prescriptions 
or normative statements for improving research provide a second source of criticism 
of the research practices in education. In this case, theory is examined generally 
in terms of the role it plays in research and specifically in terms of the ways in 
which if can aid research activities in the fields of curriculum development and 


evaluation. 
Theoretical Discussions for Improvement of Research Practice 


The yearly addresses to the National Association for Research on Science 
Teaching represent one on-going account of prescriptions for the improvement of 
research in science teaching. These accounts either mirror the mainstream think- 
ing of educational research at the time, or reflect major innovative attempts for 
viewing the research work in education. Some of the more significant papers are 


discussed in order to provide a historical perspective of thought for educational 


and evaluative research. 

The first significant statement in The Journal of Research in Science 
Teaching was by Ralph Tyler (1968). Tyler believes that theory should consist of 
a conceptual map of the elements and processes required for research. To improve 
research activities in education it is necessary to elaborate and test scientifically 


the map of conceptual theory. Atkin (1968) reiterates the need to have research 
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founded upon scientific theory, but also suggests that it be rooted in classroom 
events rather than upon empirical hypothesis - a testing technique common to 
psychology and behavioral science. Some years later, Gene Glass (1972) focused 
on the types of inquiry needed to improve research in education. Glass argues 
that it is unproductive for educational research to continue construction of theories 
or models that enable explanation of phenomena or generalizability of relationships 
between elements. He advocates that research in education should turn from nomo- 
thetic to ideographic considerations in order to solve specific issues in education. 
Glass, therefore, distinguishes the purpose of inquiry as being either elucidatory 
or evaluative in nature. He recommends that the use of an evaluative form of 
inquiry would greatly assist educational developments. 

More recently, Shulman (1974) has proposed that the solution for the 
improvement of research falls between the positions advocated by Glass and Tyler. 
Research which focuses on the notion of ‘theories of the middle range’ would be 
used to formulate generalizations of a modest scope for describing complex socio- 
cultural events. Such theory, contends Shulman, would aid understanding by giving 
meaning to our observations and descriptions. Thus, theories would not act as laws, 
but rather as heuristic devices that would facilitate meaningful description and 
interpretation of curriculum planning and evaluation activities. 

A second prescription for the improvement of research practices originates 
with Shaver and Larkins’ (1973) article, Research on Teaching Social Studies. Faced 
with the lack of a body of systematic, empirically based knowledge, and the in- 
appropriate selection of research design and method, the authors postulate the need 


for a broader view for conducting research in social studies education. Shaver and 
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Larkins’ position is that of generating theory by means of ethnography, an anthro- 
pological approach to field research. 

Although the broader view avoids specific statistical techniques in 
favor of a holistic approach to the school or classroom, it is contended the broader 
view is no different from the empirical research conventionally practiced in social 
studies. Instead of a concern for theory verification, research shifts to theory 
generation - a research step that simply precedes the act of theory testing. Explan- 
ation continues to be based on the predictive relationship between 'scientific' con- 
structs or variables. 

Van Manen (1975) pursues further the broader view advocated by Shaver 
and Larkins. His explanation of alternative research orientations is not an inquiry 
into the designative aspects of teaching social studies but rather a 'meta-level' study 
of the epistemological paradigms for studying man and his social world. Empirical- 
analytic, interpretive and critical theory are the three dominant orientations ident- 
ified by Van Manen. In turn, these orientations are rooted in Habermas’ (1972) 
‘cognitive interests! which guide scientific research and theory development. Each, 
it is claimed, has its own way of knowing, conception of objectivity and related 
methodologies. 

In sum, such normative discourses raise major issues of research. The 
prescriptions for improvement as outlined in the Journal of Research in Science 
Teaching advance the distinction between educational and evaluative research and 


acknowledge the role of middle range theory as being an appropriate alternative 


within positivism. From the discourse on research in social education comes the 
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postulation of a 'meta level’ study to clarify different orientations to research. 


An Alternative Approach to Educational Evaluation 


Necessity of a Meta-Level Study 


At first glance, a 'meta-level' study appears to be of little help in 
practical activities such as educational evaluation. Yet, upon reflection, it be- 
comes evident that such a level of investigation can identify neglected areas of 
research and clarify the bases of alternative approaches. My early reluctance to 
consider such a level of study was the result of a 'limit-situation'.> My habits of 
thought, so conditioned by previous training and research, disavowed any self- 
reflection. Positivistic research was taken-for-granted as the only mode of inquiry 
in educational research. Moreover, my '‘limit-situation'’ caused me to avoid exam- 
ining the ethical issues arising from what Apple (1975a) describes as the 'manipulative 
ethos' towards life in classrooms. 

In addition, | was increasingly frustrated by many of the nagging problems 
confronting curriculum and pedagogical development. Surveys of research findings 
continued to indicate more shortcomings than successes. The fledgling field of 
educational evaluation had adopted unquestioningly a positivistic orientation of 
research. There is a reluctance among many evaluators to examine the presuppositions 


upon which their knowledge claims rest. Instead they prescribe procedural models 


41 use the notion of a 'meta-level' study to refer to a way of looking at various 
sciences. Radnitsky (1969) outlines a number of intellectual traditions in meta 
science that examine the theoretical parts of various ‘scientific’ endeavours. 


Freire (1974) uses the term to refer to a situation in which a person is not 
aware that there are other options beyond the taken-for-granted practices. My 


reference is in the context of educational research. 
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for conducting evaluation and/or suggest refinement or extension of methods for 
collecting evaluative information. Activities remain premised on the value of 
efficiency. In brief, evaluators view the clarification of the roots of their research 
as philosophical work and not as part of their methodological concerns. As a result, 
they take-for-granted an epistemological stance drawn from the observations of 
methods employed by the natural sciences. 

Thus, another way for conducting evaluation requires not only a different 
set of evaluative procedures but also a different set of presuppositions of man, of 
knowing, and of inquiry. Ultimately a different view of the educational process 
is eemed: It is within this context of inquiry that a matrix is presented for the 


clarification of another way of conducting educational evaluation. 


Matrix of Educational Research 


The matrix in Figure 1 objectifies my subjective realization of educa- 
tional evaluation. It serves as an index for my thoughts arising from the 'critical' 
examination of contemporary evaluative practices in Chapter II, and the analysis 
of conventional research practices related to curricular and evaluative research in 
the first part of this chapter. The objectification is an expression of my intention 
to propose emic-evaluative inquiry as a way of evaluating educational activities. 
By externalizing man's subjectivity, an objectification becomes an index of the 
meaning one 'gives' to reality and also serves to ‘proclaim’ one's intentions. 

Objectifications are not new to the discourse of education and evaluative 
research. The activities of educational research are not only filled with objectifi- 


cations, but only possible with them (Berger and Luckmann, 1967). 
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Figure 1. Research Matrix Illustrating Types of 
and Frameworks for Inquiry. 
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As an objectification, the matrix facilitates an inquiry that clarifies 
four ways of viewing educational research rather than adhering to a single epist- 
emological position. It seeks to expose some of the fundamental assumptions about 
how we view the social world, how we come to know, and what related procedures 
we use to know about human activities. 

The matrix acknowledges two dimensions for clarifying educational 
research (see Figure 1). The horizontal dimension represents 'types of inquiry’. 
These types of inquiry are described as being either 'elucidatory' or ‘evaluative’ 
in nature. Although this distinction of educational research is described by Glass 
(1972) from within the conventional paradigm of educational research, it is con- 
tended that many of the distinguishing characteristics of inquiry have a wider 
applicability to research paradigms in education. 

The vertical dimension of the matrix outlines ‘frameworks for inquiry’. 
The distinction of 'emic' and 'etic', first elaborated by Pike (1967), represents 
approaches used to study human activity in pirecelecrce! field research. The 
emic/etic distinction is not intended to portray a subjective/objective dichotomy 
nor is it suggestive of two parallel ways of knowing that result from the dualism of 
early European philosophy. Instead, the frameworks for inquiry identify ways of 
knowing the socio-cultural world in which the emphasis on understanding is either 
in terms of an outsider's frame of reference (etic) or an actor's viewpoint (emic). 


In this study, the 'emic' viewpoint is stipulated as a dialectic process between the 


subjective self and his objectified social world. © 


6 By assuming a dialectic relationship between the self and his social world, 
an on-going process of interaction ensues in which ‘subjective’ meaning becomes 
objectified as 'social meaning’. Berger and Luckmann (1967) contend there can 


be no subjective within the objective and vice versa. 
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Types of Inquiry 


In distinguishing types of educational research, Glass (1972) identifies 
the process of inquiry as either 'elucidatory' or ‘evaluative' in nature. Elucidatory 
inquiry is the process of obtaining generalizable knowledge by testing claims about 
the relationships among variables. Evaluative inquiry, on the other hand, is the 
determination of worth of a situation or phenomenon according to particular know- 
ledge. Glass indicates a number of characteristics of inquiry which distinguish 
elucidation from evaluation. 

One of the major characteristics is that elucidatory inquiry and 
evaluative inquiry each seek different ends. Glass (1972) contends that the 
elucidatory inquiry is conclusion-oriented, whereas evaluative inquiry is decision- 
oriented. The concern of evaluative inquiry is to provide information to a client 
(i.e., curriculum developer) who in turn is committed to solve a particular problem 
or, more generally, to improve an educational program. Elucidatory inquiry attempts 
to satisfy the researcher's curiosity by reaching general conclusions about phenomena. 
In short, the aim of elucidatory inquiry is to understand the phenomena in all its 
existing situations. Evaluative inquiry, on the other hand, seeks information that 
describes a particular situation with respect to a certain value criterion. 

A second major characteristic of elucidatory and evaluative inquiry is 
the way understanding is perceived. For Glass (1972), elucidatory inquiry strives 
to clarify human activity, according to nomothetic statements. The goal of inquiry 
is the discovery of generalizable laws on which human incidents can be explained. 


Explanation, then, becomes the basis for understanding. On the other hand, the 
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goal of evaluative inquiry is not explanation but the judgment of what is good about 

a particular thing or situation. Glass indicates, therefore, that evaluative inquiry 
seeks ideographic accounts (descriptions of the particular) to assist in making decisions. 
In this case, the basis for understanding is the judgment of worth according to parti- 
cular descriptions. 

A third major characteristic is the deployment of methods. Although 
Glass questions the usefulness of comparative experimental design for evaluative 
research, he concludes: 

there are many more similarities than differences 
between elucidatory and evaluative inquiry with regard 
to the techniques by which empirical evidence is collated 
and judged to be sound. (1972:8) 
As a result, both researchers and evaluators use methods from the same inquiry para- 
digm. 

At first glance this contention for similarity in methods would appear 
contradictory to the other distinctions in inquiry made by Glass. However, in an 
earlier paper, Glass (1971) indicates the notion of a heuristic relationship between 
basic and applied research. This relationship, although allowing for different 
emphases in research, continues to view knowing as being premised in the same 
inquiry paradigm. Consequently, elucidatory inquiry continues to stimulate and 
suggest empirical procedures for ‘applied’ research such as evaluation. 

A second criticism can be made of Glass's distinctions of inquiry regarding 
the goals of research, and the basis of understanding. Despite these distinctions, it 


would appear that the approach fo research by Glass is not broad enough to identify 


other possible ways of knowing. For instance, Glass's argument that educational 


Rs oe she Tek te hs ie a ~ ney nt 


tuodn boog ai te Yo tnerebul adit tid palo o 


xiupat evitouiove iit sraiorodt <steoib wold notin 


‘ongietosd anion ni feizeo ot bolvsitiog aft to snoitghvasb) Howe Dt 


we E+ 


ea ot gribios5 dthow to: tnemebu at eh i gnibnerebau @ con 


esanaiettib nodd 2ettivolimie oom \nom Sim ae 
bionet dittw, gilupni avitoulavs brio \ioicbioule: jaune, 
batollas 2i sonebive Ipsitiqms doidw yd zsupindast adtot 
(aesvery’ -bauee, in of bepbuj bap) a 


-piog yvilupnl gmp2-sdt mot eborliam sey e1otoulove bap z1arloioeae? Ate 


} Bee ; 


voeqge , bluow aboit em ni tsa ‘ah noitnosno> ai sanplg. kien 


np ni event Hot a ebom vaiupat ni ne rattle ait ot 


en otolumite of counties dian odio ia 


- Rice eo hmieee aie jot 7 : 


3 
4 aeneienas act nba ates ‘gfonotssbnu me 2 


aitnebi ot ‘ae ere eal ! A > me : 
A aes) 


NsHiol@aubs tort fnomugie: Yl pont aot 


a a J Aa ] oo 
, y ( 9 4 Diy @ 
> é J rh ] \ ' hea 


44 
research should focus more on evaluative inquiry does not acknowledge the possibility 
of alternative epistemological stances. Instead, concern for ideographic accounts 
for decision-making is simply a first step in scientific investigation that eventually 
seeks generalizable knowledge. In other words, although types of inquiry concep- 
tualize understanding either in terms of generalizable knowledge or particular des- 
criptions, knowing continues to be rooted in observation (detached view of human 
activity). For this reason, | have included in my matrix the dimension, ‘frameworks 
for inquiry’. It is contended that the 'types of inquiry’ outlined by Glass are only 
indicative of the 'etic' framework. On the other hand, conceptualizing an emic view- 
point in terms of social phenomenology provides a broader framework in which knowing 


can be considered. 


Frameworks for Inquiry 


The second dimension of the matrix refers to ‘frameworks for inquiry’. 
These frames of reference, coined by Pike (1966, 1967) as 'emic' and 'etic', are 
two viewpoints for describing human activity.” For some time these viewpoints 
have been used by cultural anthropologists to provide an understanding of particular 
cultural groups. 

The etic viewpoint is a stance for observing human actions according to 
a framework ie outside a particular culture, whereas an emic description is based 
upon a point of view originating from within a culture. Pike (1967) outlines a 


number of characteristics inherent in the emic/etic emphasis. 


7The distinction of emic and etic originates from the words 'phonetic' and 
'nhonemic' used in conventional linguistic analysis. Pike (1967) contends that 
the viewpoints can be used not only to study language but also culture in an 
analogous manner. In this study the classroom is viewed as a culture. 
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One characteristic is the source of the framework. Pike (1967) contends 
that an etic framework is alien to a particular cultural situation. The etic frame, 
based on prior broad samplings or cross-cultural studies, is available before one 
begins the study of a particular situation. How one describes and explains human 
activities is determined in advance. On the other hand, emic frames are deter- 
mined during the examination of the culture. Emic frameworks, therefore, are 
discovered, not predicted. 

A second characteristic, closely related to the characteristic of source, 
is the establishment of the frameworks. Pike (1967) states that an etic organiza- 
tion of a cross-cultural scheme is created by the researcher. It presupposes that 
the structures of a culture are those theoretical constructs created and shared 
by a community of scholars. On the other hand, the creation of an emic framework 
occurs within a culture and is expressed in the form of beliefs, values, and customs. 
An emic viewpoint, then, is developed within a culture. 

The criteria used for description and analysis are a third major distingu- 
ishing characteristic of the emic/etic emphasis. Since etic descriptions are based 
upon an outsider's point of view, the criteria are also external to the situation, 
whereas an emic account is based upon an internal view with criteria found within 
the culture. An etic description, therefore, is more absolute in nature, and may 
be used in comparative studies of culture. Emic accounts are relative to the 
internal qualities of the culture. 

Although Pike's emic/etic distinction provides general characteristics 


of an ‘outsider's! and ‘insider's’ points of view, it is contended that they do not 
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provide a broader view of understanding.® In both viewpoints, descriptions are 
based on observations, either those of the researcher or those of individuals within 
a particular situation. To understand a culture requires knowing certain facts about 
a person or cultural group. The only attribute of knowing, then, is the context 
(either inside or outside) from which the observed facts are derived. 

In addition to viewing descriptions in terms of observational understanding, 
the emic point of view can also be conceptualized in terms of interpretive under- 
standing, a concern of a number of approaches to hermeneutic science.” One such 
approach, particularly suited to the socio-cultural context of classrooms, is based 
on the social phenomenology of Alfred Schutz. In this case, subjective or 'emic' 
understanding becomes expressed in terms of the intentions, motives, and interests 
of people who, as actors, create a socially constructed world. The concern of under- 
standing is not with an individual's private meaning of daily activities but, rather, 
with the interpretation of how the social world is defined, interpreted and acted 
upon by actors (social meaning). 

Emic understandings, then, become 'radically' empirical by attempting 
to expose the experiences that arise when an individual typifies (categorizes) his 
actions in terms of a socially shared framework of meaning. In an emic viewpoint, 

8Wright (1971) contends that today's use of ‘understanding’ is narrow and often 
misrepresented. Originating from the German idea of 'verstehen', understanding 
became viewed as dichotomous to explanation. Asa result, positivists came to view 


understanding as subjective, intuitive and unsystematic. In turn, they considered 
explanation as the only legitimate form of understanding. In this study, | view under- 


standing in a broad sense as a process of knowing about social phenomena that includes 


either an ‘etic’ or emic' stance. 

2A hermeneutic science provides various interpretive approaches for subjective 
understanding of the socio-cultural world. Apple (1975b) contends that the inter- 
pretive practices presuppose an underlying interest in extending ‘intersubjective 
understanding rather than in control. 
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meaning becomes objectified by a social order shared by individuals in a social 
situation. Thus, the constructs of social phenomenology, which acknowledge the 
existence of a social order constructed and maintained by ‘insiders’ presuppose. an 
emic framework as a dialectic relationship between the individual and his social 
world. Emic understanding, therefore, becomes based on intentionality rather 


10 


than observation. 
Four Domains of Research Generated by the Matrix 


The two dimensions of 'types of inquiry’ and ‘frameworks for inquiry' 
combine to generate four domains in which educational and social science research 
can be considered. Each domain will be considered in terms of characteristics 
arising from the two dimensions of the matrix. These characteristics are goals of 
research, modes of understanding, views of reality, and methods of research. When 
necessary, exemplars of the research efforts of educators and social scientists will 


be described in the context of the four domains. 


Etic-Elucidatory Domain (A-1) 


The domain of etic-elucidatory inquiry is described according to the 
four characteristics generated from the dimensions of 'types of inquiry’ and 'frame- 


works for inquiry’. Research in this domain is described as being conclusion- 


oriented. 


l0the distinction is that 'emic' understanding presupposes knowing as the mean- 
ing (intentions) individuals give to phenomena rather than as sensory data a researcher 


gains from observing people's actions. 
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Goal of Research (A-1) 


The goal of etic-elucidatory research is the identification of conclusions 
about human activities that arise from the interests and hunches of the researchers. 
Results are based upon interpretive frameworks external to the situation. Moreover, 
the frame of reference is the creation of the researcher. Research strives to increase 
the power to predict, and control events of a given kind in terms of the relation- 


ships between variables. 
Mode of Understanding 


In etic-elucidatory research (A-1), human activities are understood in 
terms of nomethetic statements. Such statements represent abstracted causal relation- 
ships between variables or concepts. In turn, the social world is assumed to be 
intrinsically meaningless. Thus, the researcher is "free to slice it in any manner 
that suits his particular cognitive concern". (Silberman, 1972:23). The only 
condition for the (A-1) domain of research is that there should be consensual agree- 
ment among scientists as to what procedures constitute scientific research and hence 
which explanations are considered acceptable. Kuhn (1970) views the procedural 
agreements among scientists as the paradigm of ‘normal science’. !! First, the para- 
digm of the A-1 domain prescribes the process of explanation. Since the social world 
is assumed to have no intrinsic meaning, the researcher translates his data into the 


significant concepts of his discipline or field of study. In turn, these thought 


Wikuhn (1970) describes in multiple ways how a paradigm is viewed as a model 


to guide research activities. 
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constructs provide explanation for his observations. Second, the paradigm provides 
guidelines for verifying explanations. Verification becomes possible as the 
researcher's concepts are tied to the sensory data. Thus, the adequacy of under- 
standing social phenomena is determined by sensory observation. 

A third condition of normal science is that explanation is expressed in 
terms of causal relationships. This view of explanation implies that each occurring 
event has a cause, that a difference in effect is a result of a differing cause and 
that each cause itself has a prior cause. Moreover, this form of understanding pre- 
supposes a cognitive interest of control. As a result, by controlling and manipulat- 
ing phenomena, the researcher is able to establish causal links between variables 
and thus can explain and predict social events. 

Finally, normal science postulates that the growth of knowledge occurs 
from accumulating the results of hypothetico-deductive research. The logic of this 
research is based upon the principle of falsification, which requires researcher to 
disprove rather than to verify theory. 

A common practice of educational research is to gain understanding by 
the process of deductive reasoning. This notion is reinforced by Gage (1963) who 
advocates the development of a theory of teaching. The main purpose of construct- 
ing scientific theories, Gage (1963:96) contends, is to “increase our power to 
understand, predict and control events of a certain kind." In contrast to the 
demand for the development of theory, other educators (Shaver and Larkins, 1973; 
Mitra, 1974) contend that research activities in education have been unsuccessful 


in establishing a nomothetic network for explaining educational occurrences. 


49 


a ms Pale a en a i" | ' 1 - | 

ho mien att (unose2 | eclria i ot no tenons wt 

; a : perk Wty ee a ei! re ‘ hk bid ye nl , 
(ital aay a ort a eral m0? comeaed cain sola enti ; 


nn “.noitaviaads x vanes 2 tr % aby ‘at a tote ' 


‘Abbe eeegxe 2h nam lgys 16 nF ai saneing fami 1 10 ao nied tid A . 
wh 


ge 


a 


on iwes9 Nats ont ella accel 40 wav Sikh +. copies lanoltplen foam 


ss 
brit Smuioc snieaee b Foal ues i 23 tonite Ai soreistib oi ot setup @: 

} ' / Ades Ae, 
“sg gribeapte yebay: Yo mio? ait pavesishl eaubs vein Bb 2on Hout S200 rte 


-iolugiqom brn vite vo \tluget o ay aa to Yeovil: singe 


« 


2eldohipy, reewted: Hin il boeing, A ildbteg ot ldo al slant a avtt ae a it ; 
vatawve | Jelbor toa bio os 

: i a ; Nha A 

21200, Snhelwond ee silt tor foto 1209 a5ngF dad Grn or ile mes bis 


2itt te ofpal ant doniseed ovSinibab-asti one to bet ait emit 


| ot ated ondetat aot upei atc snitesieo fo. digi nig od ome os re 
| fF ® ar 
Ake oft iow a mrt tortie 
AX 


‘ Paes ee + Aston 20% Teneirooubs io ssinsen: 
: 


| orl eet } spor ye be srotaley zi netion ait -poinazaet a | 


a 


ond Surin ig Beog tug fiom) lah | cenaget) to. ioorlt Q od t 


e 


‘of 19004, Wo venurant Bova ga (a8 a : = 


‘ievet soil bis Sov pee tine ad matt 


: ay, a ha + ~ 5 t aegis) 

a it aa egaueny road ever atts ia ni ae lls ton 4 

M Dey . a6 Bi 
oF ee lca prance th ew 


50 


Consequently, some educators are suggesting a ‘broader view' of 
classroom research by utilizing Merton's (1957) notion of 'theories of the middle 
range', by stressing theory generation rather than theory verification. Theories 
of the middle range "lie between the minor but necessary working hypotheses 
that evolve in abundance during day-to-day research and the all-inclusive syst- 
ematic efforts to develop a unified theory that will explain all the observed uni- 
formities..." (Merton, 1957:39). These theories are mainly used to stimulate and 
guide empirical inquiry rather than function as nomothetic statements. Such 
theories exist only long enough to be useful for research or until they are subsumed 
by fete general conceptual schemes. Although middle range theories are not 
concerned directly with prediction and control, they continue to view explanation 
in terms of relationships between concepts or variables. These formulated relation- 
ships are based upon a social order that is predefined for research. Thus, theories 
of the middle range continue to be etic-elucidatory in nature. | 

A second ‘broader view' of educational research is that of theory genera- 
tion rather than theory verification. Education and social science literature con- 
tain numerous prescriptions on ways in which theory generation may occur. For 
instance, Shaver and Larkins' position is supported by the classroom research of 
Smith and Geoffrey (1968) who pioneered the use of anthropological field methods 
in education. Their purpose was to identify major classroom concepts and to estab- 
lish relationships between concepts soas to advance a general theory of teaching. 

More recently, Lutz and Ramsay (1974) suggest that anthropological 


field methods focus on developing rather than testing hypotheses. By carefully 
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studying the total socio-cultural situation, (i.e., a classroom), the researcher is 
able to identify important elements and patterns for the purpose of establishing 
propositional statements which can act as models for theory generation. Thus, 
theory becomes 'grounded' in the realities of a classroom according to a 'fore- 
shadowed' problem. Lutz and Ramsey argue that theory generation is a "distinct 
mode of scientific thought" and a "parallel way of acquiring knowledge” (1974:6) 
to that of the hypothesis testing and statistical analysis often used in educational 
research. 

Another approach to theory generation is Glaser and Strauss! (1967) 
notion of grounded theory. They contend that theory should be generated from data 
of actual situations rather than from a priori assumptions. As a result, induction 


"ever- 


rather than deduction is emphasized. Glaser and Strauss view theory as an 
developing entity not as a perfect product." (1967:32). Comparative analysis is 
the general method advocated for generating theory. That is, data comparison of 
actual situations enables the researcher to generate either substantive or formal 
kinds of theory. Substantive theory refers to statements of a particular situation 
in which a substantive or empirical area of inquiry (i.e., patient care, in-service 
education) is developed. The results can be used as building blocks for a more 
formalized kind of theory. Formal theory fosters the development of a conceptual 


area of inquiry (i.e., social mobility, role playing). Although the two kinds of 


theory exist in distinguishable levels of generality, they are both considered to be 


‘middle range’ in nature. 
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According to Glaser and Strauss (1967) the comparison of data from 
actual situations enables the researcher to validate his facts, establish the general- 
ity of a fact, and even test a hypothesis. In order to be of practical value, the 
propositions of a grounded theory must fit the situation in which theory is to be 
used. In addition, the propositions must be understandable by laymen concerned 
with the situation, must be sufficiently general to be applicable to daily events, 
and must enable prediction of changing occurrences. 

Although the approaches of anthropological field methods and grounded 
theory acknowledge close association with the socio-cultural world, understanding 
continues to remain etic in nature, for their aim is to generate conceptual cate- 
gories and establish relationships among the categories. The conceptual framework, 
therefore, is inductively determined but the frame of reference does not acknow- 
ledge the social order of the situation being studied. 

In sum, these exemplars of a 'broader view' of understanding simply 
shift the emphasis from that of verification of nomothetic statements to the con- 
firmation of low level statements of relationship or to the generation of theoretical 
propositions. The view does not achieve an epistemological stance different from 
the conventional research found in contemporary educational and evaluative 
literature. Understanding continues to be based on observation and on relationships 


externally derived, both characteristics of the etic-elucidatory domain of research. 
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View of Reality 


Etic-elucidatory research views reality as a natural, objective world. 
This view of reality is grounded in a number of metaphysical assumptions concerning 
the nature of phenomena which are being observed. First, research of the A-I 
domain views the natural world as possessing no inherent meaning structure. In- 
stead, the researcher constructs interpretive frameworks that give meaning to the 
social world. 

Accepting reality as a natural world also assumes that the object world 
is external to the researcher, and exists independently of him. Theory testing 
and causal explanation are therefore based on the observable actions and overt 
properties of the object world. 

rahe conventional research practices in education view the classroom 
as a actora world. This orientation of research is reflected in Jackson's (1968; 
1975) concern for naturalistic research in education. Asa result, his lengthy 
efforts of observation and note-taking while in an elementary classroom provide 
a naturalistic description of class life. Although Jackson (1968:159) contends 
that "we must move up close to the phenomena of the teacher's world” his research 
does not appear to identify the emic viewpoint of the classroom activities. Instead, 
an etic frame of reference, free of the classroom culture, is utilized to explain 


the significance of classroom activities for the researcher. 
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Methods 


The methods ScasobPunhin the etic-elucidatory domain of research 
include a wide range of techniques and procedures. Supported by procedural rules 
embedded in the researcher's frame of reference, methods strive to maintain a 
high degree of scientific rigor and precision. Such qualities are best achieved 
by quasi-experimental designs and statistical techniques adapted from psychology. 

Concerns for process-oriented studies have somewhat altered empirical 
procedures for collecting data. For instance, classroom interaction systems, as 
etic frameworks, provide frequency information of classroom interactions for the 
purpose of identifying relationships. The utilization of anthropological field 
methods in educational research, as suggested by Lutz and Ramsey (1974), places 
greater emphasis on observing the action of a cultural situation. These methods are 
objective techniques that collect data for the purpose of providing explanation of 
human activities. Actions and experiences of people are viewed as objective social 


facts. This premise enables etic-eludidatory methods to be universally applicable. 


Etic-Evaluative Domain (A-II) 


In questioning the productivity of conventional research activities as 
outlined in the A-I domain, Glass (1972) suggests that efforts of educational 
researchers should instead emphasize evaluative inquiry. It is contended that his 


e e ° e e es e in 
suggestion of a shirt in research interests represents an etic-evaluative domai 


of research. 
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Goal of Research 


The aim of etic-evaluative inquiry is the solution of practical issues. 
The concern of the evaluator is to obtain information that will resolve a particular 
problem. In most cases, this problem is defined by the evaluator's client. How- 
ever, how the topic is solved depends upon the evaluator's point of view. Thus, 
both the creation of the problem and its solution are based upon a framework 
external to a particular situation. For instance, the evaluation models designed 
by Stake (1972) and Stufflebeam et al (1971) are prescriptions on how to obtain 


information in order to solve a particular problem. 
Mode of Understanding 


Unlike etic-elucidatory research (A-I| domain), evaluative inquiry does 
not seek explanation of events or occurrences in terms of nomothetic statements. 
Instead, the A-II domain establishes descriptive accounts that aid evaluators (or 
decision-makers) in judging the viability of a solution or the worthiness of an 


educational program. 


View of Reality 


For evaluative research, the etic view of reality corresponds to that 
of elucidatory research outlined in the A-I domain. Reality is a natural world 
without inherent meaning. If exists as an objective world in which the evaluator 


(or his client) defines the problem and objectifies human activities as evaluative 


information for decision-making. 
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Methods 


In most cases, evaluators utilize methods found in elucidatory inquiry. 
However, the selection of methods may vary depending upon the perception of the 
role of evaluation. If evaluation is equated with measurement, then there will be 
typically an emphasis upon quasi-experimental designs and statistical techniques. 
On the other hand, if the concern is for process evaluation, then observation, 
interviewing, sampling, or survey methods may be employed. For example, Smith 
and Pohland (1974) related how they employed participant observation techniques, 
interviews and questionnaires to collect evaluative information on a computer 
assisted instruction program in mathematics. Rosenshine (1970) outlines how class- 
room interaction systems can provide evaluative information for the modification of 
instructional programs. Such attempts by evaluators reflect the large range of 
methods employed in etic-evaluative inquiry. The increasing recognition for 
process evaluation and the criticism of comparative curricular practices that are 
based upon models of psychology has resulted in evaluative methods becoming more 
concerned with identifying needed areas of improvement. Although current evalua 
tive practices and prescriptions have urged greater use of observation and survey 
methods, their concern for objectivity continues to be a focus of evaluators. For 
this reason, the range of methods used in etic-evaluative research continues to 


reflect an epistemological stance of conventional research. 


a | t fy bo euey ior 
’ 


ty 0) oe 
ae j re se ae 
ale “alae 


} 


: od 
A at a 
ot 
- 


7". jf 


ies 
“hy 


— 


anh - 
x ay 


saiupai \aoteblouls ni bauct zboritom ssilfy aotoulove (25209 taoin at i 


ont te noilgentaq. ‘ort rogureaibriegst ey Konner Ye noltpatee oft 


vy 


od Hiw ied hedt Mes dahiasan dtl betoupe 2 natalie WT .Aette 


_ebupladost lnaisaitot bio hams ininemiieqxe-izoup nou peti: 0 


- 


.noltpvieado nent, foe 2499079 707 Zi nisaNOD ait W alan 
dtime 3 sbi iol sbeyolgms ad Pa bottom varie sf wollgmor yf 


zsupiniiget ncitovreede taogiolt H0q bevolame yort word betilss wenn 


% 


“yetuqmos D no noltomioinl evitévinve’ fasilos of 2q1inrnottesup be 


ate vo sal lis (ONT) snidenszof Lasiiemetton 0 moron, ett 


to noRooltibom ont Lh foitomioini evitoulove abot ado emelay2 mg 
Fi 


io. epfioy eprol Self tdeltey notoulnve ‘ol aiqiiette dau2 - BADE 
401 noHingose% pnizooroni od “criupal Bvitpulove+ oft ob 
1p fort eoit20 qwlusinws ovitoroqinon 6 meigitivo oft bno ag 


siom onimoded: sbottori ai ibathve ai bsthuvon 204 rental wie bom noqu f 


ae 


=pulove inatws ApuodtlA Ce te 20810 babes paiy 


ysviv2 bro noltpvisede to'seu rotbsrg baa svod aot io2e%q co 


A iy 


107 .zrotoulnve to nina p od ot zsuniinoe Vtivitosde oi 


= vi ' ” 
¢ ie iyey 


of esuntinos doweest evita ni ben & ‘ 


b 


Ship! i 
‘> - 


ty Fat - ny » = 
m 7 


fhaeek 
7 


57 


Emic-Elucidatory Domain (B-1) 


Goal of Research 


The aim of emic-elucidatory research is to understand the phenomena 
of a world that is socially constructed. Such a goal is based upon the interpreta- 
tion of meaning structures that exist within the everyday life activities of individuals 
rather than in terms of the causal relationships of concepts or variables imposed upon 
the social world by the researcher. The interpretive frameworks of B-I domain recog- 
nize the subjective meaning structures or shared social rules that exist within the 
reality of everyday life. The social order is not taken-for-granted as in the con- 
ventional research of the A-I domain, but, instead, is considered problematic. 

In order to elucidate the subjective meaning of the social world, research 
becomes both descriptive and interpretive. Furthermore, accounts of emic-eluci~- 
datory research seek to investigate social occurrences and phenomena not solely by 
means of direct observation but by exposing the intentions of individuals. Descrip- 
tions are interpretive in that they refer to meaning an individual gives to his own 
actions. The understanding of a socially constructed reality therefore becomes 


conclusion-oriented in nature, in that the aim is to describe social reality. 


Mode of Understanding 


The purpose of understanding in emic-elucidatory research is to describe 
happenings in terms of the actor's meaning of his actions. Hence, description 
becomes based upon the actor's view of his socio-cultural situation rather than in 


terms of a reified social system selected by a researcher in order to give his 
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interpretation of human actions. Descriptions of subjective meaning are not 
founded on sensory observation of human action (as is the case in natural sciences) 
but instead are predicated on the daily life experiences of actors. 

Philosophers and historians such as Dilthey, Hegel, Simmel, Husser| 
and Sartre have provided a philosophical discourse of knowing that represents the 
roots of research in the B=! domain. However, examination of their efforts is 
beyond the scope of this study. Instead, the focus is upon more recent methodolo- 
gical efforts of interpretive understanding. 

The most significant influence of recent cultural and interpretive research 
has bad the thinking of Max Weber (1949). His formulation of the notion of 
*verstehen'’ as a method which recognized human consciousness is generic to con- 
temporary socio-cultural research. 2 'Verstehen', translated as ‘interpretive under- 
standing’, recognizes meaning in terms of human intentions, or the significance 
individuals give to their actions. Asa result, 'verstehen' exists in everyday life. 
Weber considered ‘verstehen' to be a pre-existing idealization and one which is 
experienced and interpreted by others in the social situation. The 'facts' of emic- 
elucidatory research become the actor's intentions, beliefs, definition of the 
situation and actions. These facts represent interpretations of reality for the 
people in the situation. 

Yet, Weber insisted that an examination of a social situation requires 
both interpretation at the level of subjective meaning and causal explanation. 


For this reason, 'verstehen' does not act as a substitute for intuition nor does it 


12 For a thorough account of the debate on Weber's notion of ‘verstehen' 


as subjective understanding see Truzzi (1974). 
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relegate conventional empirical methods to a secondary role. In Weber's view, 
'verstehen' complements empirical-analytic work; it does not replace it. Sucha 
position, Brittan (1973:11) contends, has resulted in 'verstehen' being "misunder- 
stood by its critics and abused by its practitioners." Yet, Weber's methodological 
recognition for the actor's meaning has established a point of departure for addit- 
ional conceptualization of subjective understanding. The work in social phenomen- 
ology by Schutz (1971) and in cultural anthropology by Geertz (1973) are exemplars 
of emic-elucidatory research in education. 

The social phenomenology of the late Alfred Schutz (1971) postulates 
a mode of understanding the social world according to the meaning actors bestow 
upon their actions. Rather than view emic understanding solely as a methodological 
device for gaining access to a socially constructed world (as is Weber's view), 
Schutz considers understanding as a typification or expression for representing the 
actual way in which people interpret their own and other people's actions. His 
conceptualization of the meaning structures of the daily life of individuals is an 
attempt to provide a basis for a scientific investigation of a socially constructed 
world. This mode of understanding has a number of distinct conceptual qualities. 

The basic notion underlying Schutz's (1971) conception of the social 
world is the reality of the common-sense world, world of daily life, or everyday 
life. For Schutz, the reality which is assumed to be nonproblematic by convent- 
ional social science research, holds the key to emic understanding. It is assumed 
that each individual is a participant in daily life activities and shares with others 


a world of communication, work and life. Although the everyday life world 
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forms the basis for all social action (one acts not only within but upon his world) 
each individual locates himself in daily life according to his biographic situation - 
i,e., the special interests, motives, desires, life plans, etc., that one develops 
from birth as a result of encounters with the social world. Although the cultural 
and historical forms of common-sense reality are shared by all, the way these forms 
are translated into the world of daily life depends upon the totality of a person's 
experience. Thus, Schutz (1971) contends that as an actor in the social world, 
one defines reality according to his own biographical situation. Each individual's 
primary goal is to dominate or effect change on the common-sense world. 

| A second condition of Schutz's (1971) common-sense world is that each 
individual has a stock of knowledge at hand. The knowledge constitutes 'typific- 
ations' of the common-sense world. A typification presupposes that each individual 
accepts the common-sense world as existing before birth, as inhabited by other 
people who interpret phenomena in similar ways and as having a future which 
remains partially uncertain. Moreover, each individual builds from childhood a 
vast number of recipes of knowledge which serve as techniques for understanding 
experiences. However, only a small portion of man's stock of knowledge originates 
in his own personal experience. Instead, most of his knowledge is socially derived, 
handed down to him by his parents and teachers as his social heritage. As the 
knowledge becomes socially approved by the group, it becomes taken-for-granted. 

A further major condition of Schutz's notion of interpretive understanding 

is his conception of action and act. Action represents human conduct self-cons- 
ciously projected by the actor, whereas an act indicates accomplished action. In 


other words, action which has its source in the consciousness of the actor, is simply 
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motivated behavior. However, Schutz contends that there are two kinds of 
motives. The 'in-order-to' motives involve the goals sought by the actor, while 
the 'because-motives' depend upon the actor's experiential background. These 
motives have differing time structures. Since ‘because-motives' are past tense, 
they often remain as an obscure part of an actor's awareness. As 'because- 
motives’ are causally determined, they can be examined by the methods of natural 
science. On the other hand, 'in-order-to' motives are future oriented, always 
part of the actor's projecting and interpreting of his on-going actions. It is this 
subjective intentionality that Schutz is concerned with in phenomenological 
description and which is consistent with Weber's methodological concern for sub- 
jective understanding. 

As an exemplar of emic-elucidatory research, Schutz's conceptualization 
of every day reality heightens our understanding of what is really happening and 
the process that creates the socially constructed world. Schutz's mode of under- 
standing, therefore, is tied to a theory of social action that is based upon a pre- 
theoretical notion of the social world rather than an empirical analytic framework 
of research. The work of Geertz (1973) in cultural anthropology also reflects 
Weber's notion of interpretive understanding based upon subjective meaning 
structures. Following a reappraisal of research practices of interpretive anthrop- 
ology, Geertz (1973:30) posits that cultural analysis must be closely tied "to 
concrete social events and occasions" or "the public world of common life". For 


this reason Geertz suggests an interpretive theory of culture that possesses a semiotic 


definition and an interpretive approach for ethnography. 
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Rather than base a definition of culture entirely on the many diffused 
views of culture, Geertz espouses a conception of culture that is similar to the 
thinking of Max Weber. Geertz (1973:5) states: 

Believing, with Max Weber, that man is an animal 

suspended in webs of significance he himself has spun, 

| take culture to be those webs, and the analysis of 

it to be therefore not an experimental science in 

search of law but an interpretive one in search of 

meaning. 
Moreover, Geertz (1973:24) contends that the whole point of a semiotic approach 
to culture is "to aid us in gaining access to the conceptual world in which our 
subjects live so that we can, in some extended sense of the term, converse with 
them." 

Yet, human discourse requires more than talking to people. It requires 
conversing with them in the widest sense of the term. A semiotic concept of culture, 
Geertz states, is well adapted to the aim of human discourse. In this sense, culture 
cannot causally explain social events, institutions and processes, but it can provide 
a context within which the social phenomena can be 'thickly' described and thus, 
understood. Thick descriptions, Geertz suggests, should be the results of ethno- 
graphy. Rather than focus on the practical concerns of field work, ethnography is 
instead viewed as a kind of intellectual effort in which descriptions are cast in 
terms of the interpretations to which people in a particular situation subject their 
experiences. Only through the flow of social action do cultural forms become 
articulated. If anthropological interpretation is a reading of what happens, then 


to separate it from what happens is to render it insignificant. In addition, Geertz 


contends that when the ethnographer inscribes social discourse, he himself is making 
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an interpretation of the interpretation actors give to their social world. Such 
second hand interpretations are not raw social discourse but only that small part 
of it from which our informants can lead us to better understanding. Ethnography, 
therefore, is interpretive, not only because of what it describes, but also because 
it tries to present the meaning of human discourse in perusable terms. As a result, 
Geertz states that 

"cultural analysis is (or should be) guessing at 

meanings, assessing the guesses, and drawing 

explanatory conclusions from the better guesses, 

not discovering the Continent of Meaning and 

mapping out its bodiless landscape." (1973:20) 

Further, Geertz (1973) postulates that because of the characteristics of 
an interpretive approach, it is difficult to theorize in the empirical analytic mode. 
First, interpretive theory remains relative to the situation. Meaning is derived 
from thick textured description of social discourse rather than from generalized 
abstractions. Second, interpretive approaches are not based upon cumulative know- 
ledge of other studies. Instead, studies provide a basis for more informed and better 
conceptualized interpretive approaches. 

Geertz (1973) contends, therefore, that the telic of interpretive research 
is not so much for consensus among anthropologists as for a refinement of debate. 
For these reasons, it is difficult to abstract from interpretive studies and arrive at 
a general theory of cultural interpretation. An essential task of theory in interpre- 
tive research is "not to codify abstract regularities but to make thick description 


possible, not to generalize across cases but to generalize within them. " (1973:26). 


Moreover, interpretive approaches are not concerned with prediction as in the 
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empirical-analytical mode of research (A-I domain). Instead the framework of 
reference for interpretation "must be capable of continuing to yield defensible 
interpretations as new social phenomena swim into view. " (Geertz, 1973:27). 
If the framework continues to be of use for understanding, continued 
utilization and elaboration occur. If the interpretive framework ceases to be use- 
ful, it is abandoned. 
Instead of the conventional concerns for abstract regularities and 
prediction, the task of cultural interpretation is 
setting down the meaning particular social actions 
have for the actors whose actions they are, and 
stating, as explicitly as we can manage, what the 
knowledge thus attained demonstrates about the 
society in which it is found...(Geertz, 1973:27). 


In addition, an interpretive approach uncovers the actor's interpretive framework 


and provides descriptions in terms of those meaning structures. 


View of Reality 


Emic-elucidatory inquiry presupposes that man constructs his reality 
rather than discovers a reality which in some way is a fixed entity. In this 
presupposition, the relationship between society and the individual is viewed as 
a dialectic one. Such a view is expressed by Berger and Luckmann (1967) who 
postulate that, as a human product, society continuously acts upon its producer. 
In this context, reality becomes a product of man's subjective ordering of the 
objective world. This world is available to him through the meanings which are 
assigned to it by his society. In other words, man is an actor who makes choices, 


sets goals, and creates his own social objects. Thus, man is not a passive 
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individual, but by his very social nature exists in an interactive relationship with 
his world. Reality, therefore, is viewed to be whatever an individual defines as 
real. For this reason, the social world does not exist apart from man. Walsh (1972) 
views the social world as an existential product of human activity, not as a reality 
divorced from human beings. Such activity sustains and changes the view of the 


social world. 
Methods 


Methods of emic-elucidatory inquiry have not received the same degree 
of attention as have the techniques of etic-elucidatory research. At the conceptual 
level the efforts of Weber, Schutz and Geertz provide significant methodological 
frameworks for investigating the subjective meaning structures of the social world. 
Yet, there are few empirical studies that focus on emic understanding of specific 
situations. Cicourel (1964) outlines ways of utilizing participant observation, 
interviews and content analysis, without reducing social action to a set of psychol- 
ogical variables. In highly selected situations, Garfinkel (1967) has conducted 
ethnomethodological studies to determine the processes people use in giving 
meaning to social phenomena. 

For decades, anthropologists have conducted participant observations 
of cultures in order to capture the actor's viewpoint. Although early efforts were 
directed to isolated tribal groups, more recent use of participant observations has 
been for ethnographic accounts of contemporary society. This current focus views 
ethnography in two ways. First, the ‘new ethnography’ or ethnoscience attempts 


to make anthropological field methods more rigorous. Sturtevant (1972) outlines 
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ways a researcher can have an individual sort his experience into a system of related 
categories. In turn, these categories produce a taxonomy which enables the observer 
to infer the subjective meaning of the object being studied. In this sense, ethno- 
science is primarily an emic approach. 

A second contemporary view of ethnography is provided by Geertz (1973). 
He views ethnography as both descriptive and interpretive. Geertz contends that 
a participant observer must be aware of the fact that interpretive anthropology 
always involves the interpretation that actors give to their social world. This ap- 
proach emphasizes the emic viewpoint, but recognizes the need for an etic frame- 
work. 

In educational research, some studies have used participant observations 
as a method to gain field study data. Based on participant observation of teachers’ 
everyday activities, Keddie (1971) has shown how teachers construct their know- 
ledge of what constitutes appropriate pupil behavior. Cusick (1974) has employed 
participant observation practices to ascertain the meaning students give to educational 
activities ina large high school. This study is conceptualized in terms of symbolic 
interaction. These and other empirical studies in education provide some degree of 


understanding in terms of subjective interpretations. 


Emic-Evaluative Inquiry 


As with the preceding domains of research, emic-evaluative inquiry 
possesses characteristics evident in the two frameworks for inquiry (See Figure 1). 


For the B-II domain, the aim of research is reflected in the evaluative type of 
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inquiry, whereas the mode of understanding, view of reality, and methods are 
more indicative of the qualities related to an emic framework. Although the aim 
of research continues to remain the resolution of a particular problem (i.e., the 
significance of a new program) Apple (1974) suggests that a particular activity 
or situation can be examined in terms of a number of values (efficiency, human 
quality, problematic nature, or political pay-off). When a school program is 
valued according to efficiency then the standard for judgment is externally derived. 
However, if the value of quality of life becomes the criterion by which educational 
programs are judged then the social rules or meaning structures of a classroom 
Pride ‘evaluative information’. In other words, the actors' (students and teacher) 
views of daily life become the bases for judgment. This position presupposes that 
the reality of classroom life is socially constructed. In turn, methods which strive 
to provide understanding of the meaning individuals give to social phenomena, 
also acknowledge the existence of the evaluator in the classroom activities. 

My intention for establishing the research matrix is to propose emic- 
evaluative inquiry as an alternative to the conventional approach to evaluating 


educational programs. The assumptions and characteristics of this kind of evalua- 


tive inquiry are discussed in the next chapter. 
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Chapter IV 


A CONCEPTUAL FRAMEWORK AND METHODOLOGICAL 
APPROACHES FOR EMIC-EVALUATIVE INQUIRY 


The matrix in Figure 1, discussed in the previous chapter, combines 
two types of educational research with two ways of viewing the social world. This 
combination reveals a new approach to the evaluation of educational programs 
called emic-evaluative inquiry. The emic-evaluative approach differs from more 
conventional approaches to educational evaluation in a number of important ways. 

Conventional evaluative approaches view education as a process of 
changing the way people behave. Their explanatory constructs are generally de- 
rived from various social science disciplines and their tools of inference are based 
upon statistical models. 

The emic-evaluative approach views education as a process by which 
people construct social reality. It assumes that people give meaning to the events 
they have experienced in the classroom situation. Emic-evaluative inquiry seeks 


to understand the descriptions people give to their interpretations of the educational 


phenomena they have experienced. 


The purpose of this chapter is to set out the constructs and methodological 


approaches which facilitate emic-evaluative inquiry. In doing so, it is necessary 
to reconcile the common-sense constructs people use in everyday life with the develop- 


ment of the methodologies emerging from the presuppositions of the educational 


process. 
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Formulation of a Conceptual Framework for Emic-Evaluative Inquiry 


A Frame of Reference 


Knowledge depends upon a set of constructs. In turn the constructs 
exist as abstractions or idealizations related to the level of thought with which one 
is concerned. Asa result, descriptive facts are "always interpreted, either facts 
looked at as detached from their context by an artificial abstraction or facts con- 
sidered in their particular setting" (Schutz, 1971:5). Thus, one grasps only certain 
aspects of the social world that are relevant to the procedural rules concerned with 
either nomothetic investigations or the practical interests of individuals. In both 
cases, constructs provide a ‘frame of reference’ in order to ascribe meaning to human 
activities. 

A frame of reference (system of interpretation) for observing and describ- 
ing classroom activities is suggested by Travers (1969). This frame of reference 
represents a set of categories determined in advance of the observation. Travers 
suggests that the researcher must avoid distorting observations by remaining detached 
from the class activities. Such a stance, he contends, leads to objective accounts 
of class activities. In other words, Travers views the classroom from an etic point 
of view in which scientific categories, social structures, and cultural norms act 
as the framework for interpretation. These frames of reference contain ‘scientific’ 
constructs that take-for-granted the common-sense thought of men in particular 
situations. Schutz (1971), although agreeing with the need for systematic inquiry, 


maintains that treating common-sense thought as unproblematic ignores daily life 


as the source of meaning for human activities. 
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If the purpose of emic-evaluative inquiry is to grasp the meanings an 
actor assigns to social phenomena, then its frame of reference must include const- 
ructs that treat his daily life as problematic. Thus, daily activities and thoughts 
are the topic rather than the source of investigation. 

Schutz (1971) considers the common-sense world (world of daily life; 
everyday life) as the paramount reality for understanding. Common-sense constructs 
he posits are first order abstractions, whereas the constructs of the scientist are of 
the second order. Moreover, as Douglas (1970:11) contends, "any scientific under- 
standing of human action, at whatever level of ordering or generality, must begin 
with and be built upon an understanding of the everyday life of the members per- 
forming those actions. " 

The framework for emic-evaluative inquiry originates with the presuppos- 
itions and characteristics outlined in the B-I! domain of research (see Figure 1). 

In this domain, interpretations are based upon ‘common-sense’ constructs shared by 
actors in social situations rather than upon ‘scientific’ abstractions shared by 
scientists (Schutz, 1971). Human beings use common-sense idealizations in order 
to "help them to find their bearings within their natural and socio-cultural environ- 
ment and to come to terms with it." (Schutz, 1971:6). Social actions, and not 


social structures, thus become the basis for understanding human activities. 


Everyday Life World 


The reality of everyday life originates with the thoughts and actions of 


an individual. Experiences of daily life constitute one's reality. Moreover, indiv- 


iduals possess a ‘natural attitude! that the world of daily life is not a private world 
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(e.g-, individual's dreams) but one that is socially shared. The social nature of 
daily life presupposes an intersubjective world. Schutz (1971) considers this inter- 
subjective world to be pre-existing and available for each individual to interpret 
and experience in an orderly way. Since man is a social animal, he becomes a 
part of the social world. In turn, acts of socialization enable the world of daily 
life to become a part of him. 

All of the actor's interpretations are derived from previous experiences, 
either his own or those handed down by parents, teachers and others. These ex- 
periences establish a 'stock of knowledge’ at hand which functions as the indi- 
vidual's frame of reference for an interpretation of the social world. Such know- 
ledge has a practical rather than a theoretical interest. That is, in everyday life an 
individual who is pragmatically motivated seeks "not the whole truth but merely 
'cook-book' knowledge sufficient to give him practical mastery of the immediate 
activities in which he is involved." (Silberman 1972:167). Furthermore, by 
expressing practical knowledge, in terms of typifications (language categories or 
ideal types that we socially share), an actor shares with others his practical interests. 
As a result, everyday life becomes commonplace. 

In addition, an individual possesses the attitude that his state of existence 
in everyday life is ‘wide awake! because of the massive and constant impingement of 
daily life upon self and, in turn, self upon daily life. An individual thus views the 
social world as an ordered reality in which his actions become rational in terms of 
their adequacy for attaining his daily interests. 

Emic evaluative inquiry views daily life as the topic of study. Its interest 


is to grasp the actor's point of view or, in terms of phenomenology, the common-sense 
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knowledge that is constructed and shared by people in their daily lives. It is their 
‘recipe knowledge’ dominated by the 'pragmatic motive! (Berger and Luckmann, 
1967), rather than the generalizable knowledge of a deductive framework of re- 
search, that provides an understanding of human activities. Emic-evaluative inquiry 
is directed less to unique experiences of individuals than to the order underlying 
social experience. Asa result, emic-evaluative inquiry seeks to grasp the meaning 
of experience which individuals create in terms of a social order. The purpose, then, 
is not that of understanding idiosyncratic meaning. 

Douglas (1970) indicates three possible stances a researcher may assume 
in studying everyday life. An 'absolutist’ stance is one way of studying everyday 
life. Here, man is viewed as an object, causally determined by forces outside of 
himself. In this approach, the phenomena of daily life should be seen as distinct 
formal categories (etic in nature), which are formulated independently of the common- 
sense constructs of individuals. Moreover, the researcher seeks to control daily oc- 
currences and adopts, in advance, a process of validation that does not acknowledge 
everyday phenomena. In other words, everyday life is taken-for-granted. 

Naturalism, identified by Douglas (1970), is a second stance for the study 
of everyday life. In this case, everyday life is accepted as it is observed. The 
approach does not question the nature of daily experience. Thus, experience be- 
comes social fact. The world of daily life exists as a world of facts which are 
assumed 'to be out there’. 

Douglas (1970) describes the third stance towards daily life as being theo- 
retic. It requires the suspension of normally held beliefs of everyday reality. In 


research this suspension (not the same as declaring bias) represents a shift in 
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attention to facilitate review and reflection of experiences that are taken-for- 
granted in the natural orientation. In this case common-sense thought of everyday 
life is treated as problematic. Moreover, an emic-evaluative framework pre- 
supposes that these thought constructs represent subjective judgments of social 
phenomena that are objectified within the reality of daily life. 

The study of the daily life of individuals as a way of understanding 
human activity has been legitimized by social scientists as a worthy approach for 
understanding human activity. Anthropologists have used actors' descriptions of 
cultural phenomena of daily life in both conventional ethnographic descriptions 
and in the more current studies of ethnoscience (Spradley and McCurdy, 1972). 

In sociology, Blumer's (1969) symbolic interaction has promoted a resurgence of 
interest in everyday life research. 

Although these research approaches were helpful in acknowledging an 
insider's viewpoint of daily life, much of the conceptualization became entangled 
in the polemics of the subjective/objective dichotomy. Moreover, the resulting 
methodology came to reflect a behavioristic or naturalistic stance (Douglas, 1970). 

In order to avoid many of the methodological and epistemological issues 
of previously emic-oriented inquiries, | have adopted a set of constructs, concep- 
tualized in terms of the social phenomenology of Alfred Schutz (1967, 1971). 
Such conceptualization identifies a temporal and spatial dimension of subjective 
knowing and facilitates the objectification of this form of knowing in terms of a 
social order. A phenomenological approach therefore identifies a framework for 
describing the everyday life of a school classroom. The everyday life constructs 


of definition of the situation, intersubjectivity, interaction, and intentionality 
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constitute the framework of emic-evaluative inquiry. 
Definition of the Situation 


The idea that personal history and human interest are significant factors 
in determining the situational nature of human existence is a traditional notion of 
sociology. The process of 'defining the situation’, first advanced by W. |. Thomas, 
includes both objective and subjective elements. Early sociologists dealt with the 
situational nature of everyday life in terms of those objective or physical properties 
of a situation that were of relevance to individuals. The role of self in everyday 
life led Goffman (1959) to maintain that external aspects arising from face-to-face 
situations are of importance in determining the meaning of a social situation. 

On the other hand, Schutz (1971) was primarily interested in the subjec- 
tive aspects of defining the situation. At first, he borrowed Husserl's notion of the 
'here and now' as a construct around which an individual organized his reality. 
Familiarity with Thomas’ work led Schutz to adopt the phrase ‘definition of the 
situation’. Accordingly, an individual defines his situation both spatially and 
temporally in terms of varying degrees of closeness and remoteness. 

In emphasizing the subjective aspects of defining a situation, Alfred 
Schutz (1971) contended that the actor's biography and his choice of interests, 
jointly determine which elements of the situation are relevant to him. The situation 
is biographically determined because the actor's knowledge at any given time rep- 
resents a historical accumulation of experiences. Furthermore, the biographically 
determined situation "includes certain possibilities of future practical or theoretical 


activities which shall be briefly called the ‘purpose at hand' " (Schutz, 1971:9). 
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The interest the actor chooses helps to state the problem or to set the goal. The 
choice is made according to knowledge of one's world which is distributed in zones 
of decreasing relevance and is facilitated by a series of socially shared typifications 
which each individual possesses. 

The First zone of relevance represents a part of the world 'within one's 
reach’. It is a zone that can be observed and altered by one's actions. The struc- 
ture of this zone of relevance requires a familiarity with the possibilities of one's 
world. The next zone is taken-for-granted, and has no connection with immediate 
interests. The last zone is irrelevant because change in it could not possibly influence 
one's interest at hand, 

The premise that the degree of closeness defines the situation is evident 
in any daily activity. For instance, the world relevant to me, as a teacher, is that 
of managing a classroom. It can be observed and altered by my actions. It is a 
world in which the interest in what | am doing today in-class, the things that | have 
done in the past, or the lessons | plan to do in the future, are dominated by my 
pragmatic motive. Thus, | am most conscious of my world as a classroom teacher. 
Although | am aware of the possibilities of doing other activities (i.e., administ- 
rative duties), the zones which are farther away are not part of my pragmatic in- 
terests. Therefore, the relevance of being involved in more global issues such as 
program development are less intensive, and certainly not as urgent, as are the 
management issues related to my classroom. Zones of decreasing relevance can 
also be applicable to any social group whose common-sense interests influence 


those aspects of reality which become situationally relevant. 
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Intersubjectivity 


A second construct, central to the description of everyday life, is that 
of intersubjectivity. Schutz (1967, 1971) clarified the idea that aspects of an 
individual's life world can be viewed as being mutually related rather than private 
in nature. The intersubjective character of common-sense thought assumes the 
inherent sociality of consciousness, and individual experience of everyday life as 
being a common reality. Schutz (1971:10) contended that daily life is intersub- 
jective because - 

we live in it as men among men, bound to them 

through common influence and work...because 

it is a culture of significance. ..a texture of 

meaning which we hove to interpret in order to 

find our bearings within it and come fo terms 

with it. 
Common-sense knowledge, therefore, is not a private affair but is intersubjective 
from the outset. 

Social science research, whatever its orientation, is always premised on 
a set of assumptions concerning knowledge, knowing and the objects of study. These 
idealizations are taken-for-granted until counter evidence occurs. Assuming that 
common-sense knowledge has a highly socialized structure, Schutz (1971) advanced 
a series of idealizations concerning an intersubjective view of social reality that 


supersedes the notion of private knowledge. The ideal forms he suggested are: 


the reciprocity of perspectives, the social origin of knowledge, and the social 


distribution of knowledge. 
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Reciprocity of Perspectives 


The acceptance of common-sense knowledge assumes that man is intelli- 
gent, and that he knows in varying degrees the objects of the social world. This 
same premise recognizes that the same object may mean different things to different 
people, due to varying biographical situations, purposes at hand, and zones of rele- 
vance. The combination of these factors results in differing views of the social 
world, 

Schutz (1972) contends, however, that such individual perspectives can 
be overcome by two idealizations of common-sense thought. One of these is the 
interchange of standpoints which takes-for-granted that 'we' (myself and other fellow 
men) can change places so that his 'here' becomes mine, and my ‘here’ becomes his. 
As a result we see objects with the same typicality, or with similar understanding. 

A second idea represents the congruency of the zones of relevances. This 
presupposes that the differences in perspectives originating from our biographical sit- 
uations are irrelevant to the purposes at hand and that 'we' select and interpret 
features of objects in our daily life in an empirically identical manner. By making 
reference to socialized structures, this idealization transcends the commonly held 
attitude that knowledge of everyday life is a private matter. The relevance of daily 


activity, therefore, becomes constituted as socially shared knowledge. 


Social Origin of Knowledge 


The social origin of knowledge is a second premise concerning intersub- 
jectivity as a common-sense construct. Schutz (1974) contends that the greater part 


of one's knowledge is derived socially through interaction with family members, 
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friends and teachers. An individual is taught how to define his environment and 

how to form ideas in accordance with the point of view of the group. This common- 
sense knowledge includes "ways of life, methods of coming to terms with the environ- 
ment, efficient recipes for the use of typical means for bringing about typical ends 

in typical situations" (Schutz, 1971:14). It is the language of everyday life that 


facilitates the sharing of knowledge among individuals. 
Social Distribution of Knowledge 


The thesis of reciprocal perspectives ensures that one's practical knowledge 
is potentially available to others and vice versa. However, the actual knowledge 
‘at hand' is socially distributed. What one knows and how one comes to know differs 
from individual to individual. A person, therefore, is an 'expert' in one field, and 
a ‘layman’ in another. At any given moment one's everyday knowledge exists in 
terms of degrees of clarity. Distinctness and familiarity of knowledge originates 


within the prevailing biographically determined relevance structures. Thus, each 


individual's knowledge differs. 


Interaction 


For decades, social scientists and, In particular, sociologists, have used 
the notion of interaction as a means of understanding human activities. Educational 
research of classroom activities has also employed interaction as a basis for formul- 
ating theory and for establishing methods. Various kinds of interaction research 
share a common belief that the activities within a particular situation represent 


the focus of study. However, there are conflicting views on the ways in which to 
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examine daily occurrences. 

Conventional interactionist thought has encouraged practitioners to adopt 
positivistic observation methods. As a result, life is studied in terms of imposed 
structures and forms of reasoning, rather than in terms of an actor's point of view. 
Brittan (1973) states that the reliance upon positivistic methods is, and continues to 
be, fostered by the assumption that behavior is fundamentally prescribed for actors 
by the cultural norms or social structures of a particular situation. Moreover, he 
recommends that interaction studies should act as building blocks for a deductive 
formulation of trans-situational sets of laws. 

Douglas (1970) argues that the practitioners of conventional interaction 
research fail to see clearly the fundamental theoretical and methodological dif- 
ferences between a positivistic and a theoretical stance toward researching every- 
day life, "and are repeatedly vitiated by allowing positivistic methods and ideas to 
dominate and distort the phenomenological strain..." (Douglas, 1970:18). Such a 
fundamental conflict between behaviorism and phenomenologically oriented ideas 
has resulted in two strains of thought regarding interaction. Although both ap- 
proaches take everyday life to be the focus of study, behavioral interactionism 
immediately attempts to impose concepts and forms of reasoning about daily activi- 
ties, whereas phenomenological interactionism (theoretic stance) seeks to describe 
and interpret the common-sense thinking of daily life in its own terms. 

In both social science and educational literature there are many attempts 
to clarify how the construct of interaction may be viewed. Based on the premise 
that one reciprocates action in socially approved ways, Becker (1964) distinguishes 


three ways in which interaction can be considered. First, interaction can be 
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viewed in terms of a stimulus-response model. An individual's action becomes 
responsive and automatic in nature. Social interaction, therefore, becomes a 
reciprocal action in which actors react to one another. The second usage is evident 
in the approach of symbolic interaction. In this case, symbols that mediate the 
interaction are reciprocated. Thus, the stimulus is never directly received by the 
actor, but is always interpreted through various forms of communication. Finally, 
interaction can be described as a self-other process. An individual not only engages. 
in interaction with others, but also attempts to conduct reflective thinking from the 
perspective of others. 

Although interaction research in education has become an established 
field of study, many researchers seriously question the conceptualization of such 
inquiry. In classroom research, Westbury (1971) posits that the absence of philoso- 
phical questions regarding interaction models indicates that the existence of a 
social order in teaching-learning models has been ignored. Too, Westbury suggests 
that by side-stepping the actor's social reality interaction analysis invalidates 
the phenomena of daily life. In an intensive study of the activities in elementary 
school classrooms Jackson (1968) also indicates that the models of the learning 
theorists regarding classroom interactions are not as valuable to practitioners as is 
commonly assumed. 

In addition, curriculum developers view classroom interactions in 
different ways. In terms of instruction planning purposes, Aoki (1970) initially des- 
cribed classroom interactions in terms of 'teacher-learning strategies’. More 


recently, Aoki (1974a) views interactions as 'teacher-student activities', a more 


phenomenological stance of social interaction. Wiewing interaction as a social 
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activity facilitates the joint creation of common-sense knowledge by individuals 
rather than establishing a relationship in which one presents curricular knowledge 
to be learned by others. In addition, the notion of 'teacher-student' activities 
presupposes the existence of a 'we' relationship by means of reciprocity of persp- 
ectives. 

Further clarification of these notions of interaction suggested by sociol- 
ogists and educators is provided by Alfred Schutz' (1967, 1971) social phenomenology. 
A phenomenological stance views interaction as a process of constructed courses 
_of-action by involved individuals. Schutz posits that social interaction, therefore, 
is dependent upon the ideal forms of ‘patterns of action’ and ‘understanding the 
other’. The term ‘action’ refers to 'human conduct based upon a preconceived 
project’ (Schutz, 1971:20). Action can be either overt or covert in nature. Act, 
on the other hand, represents accomplished action. 

The starting point of interaction is not the ongoing process of action 
itself, but the individual's belief (fantasy) of the act being accomplished. Such 
‘projects’ of forthcoming acts are based upon one's knowledge at hand. In turn, 
this knowledge is a manifestation of one's biographical experiences related to the 
act being contemplated. Yet, the actor's knowledge used for projection differs 
from his stock of knowledge after having completed the act. Thus, Schutz (1971: 
21) describes 'repeated action' as something other than mere 're-performance’. 

An individual's 'pattern of action’ is based on motives which are the 
source of his projection. Schutz (1971) describes an 'in-order-to motive’ as a ref- 
erence to the future. It will be achieved by undertaking action that brings about 


a certain state of affairs. A second class of motives are ‘because motives’ that 
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reflect the actor's view of his past experiences which have determined his course 
of action. An individual who focuses on the ongoing process of action recognizes 
an 'in-order-to motive’. Action, in this case, becomes goal oriented rather than 
causal in nature. The ‘because motive’ that caused him to do what he did can only 
be understood through retrospection (being an observer of himself). 

The idealization of ‘understanding the other' is of major importance to 
social phenomenology's conception of interaction. The idealization presupposes 
that there exists q degree of mutual understanding between people during social 
interaction. Such understanding is made possible by a series of typifications that 
are socially derived and maintained, not "by anybodies, faceless men without 
qualities, but by somebodies, concrete classes of determinate persons positively 
characterized and appropriately labeled." (Geertz, 1973:363). As fellow men, 
individuals are distinguished by Schutz (1971) according to the dimensions of time 
and space and are called consociates, contemporaries, predecessors and successors. 
'Consociates' are individuals who interact with one another somewhere in daily life. 
They interact as subjects and self and, to a certain extent, are involved with one 
another's biography. As a result 'consociates' share in varying degrees a community 
of time and space. ‘Contemporaries’ are individuals not directly linked by social 
interaction but by a set of conditions concerning typical forms of action. They may 
share time but not a community of space. 'Predecessors' and successors’ are individ- 
vals who do not share interaction in terms of time and space. However, ‘predecessors' 
can be known about and, as a result, their accomplished acts can influence their 


successors. On the other hand, ‘successors’ cannot be known but at some later 


time can be influenced by others. 
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As emic-evaluative inquiry focuses upon the activities of the classroom, 
only the social relations with consociates will be stressed. As a researcher, my 
consociates are the students and teachers of two classrooms that served as research 
situations. 

In terms of a spatial dimension, it is assumed that common interests and 
relevancies are within the reach of the involved actors. Temporally, partners grasp 
the thoughts, plans, hopes and anxieties of others in a face-to-face relationship. 

In other words, developing a 'we-relationship' requires that one be involved with 
another's biography. For instance, defining the role of the other requires that an 
actor typify his own actions. However, the process of reciprocal involvement may 
become susceptible to mutual interference. Such an occurrence requires that the 
resulting typifications become negotiable during social interaction. 

Berger and Luckmann (1967) contend that at times everyday 'negotiation' 
is likely to be prearranged in a typical manner. For instance, the relationship 
during a question-and-answer session between teacher and students can be viewed 
as a prearranged condition of negotiation. The teacher, in projecting his questions, 
assumes that the students will understand his actions. The responding student 
assumes that the teacher will view his action of responding as being adequate. In 
addition to the motive the teacher has for asking the question, he also has class- 
room power to regulate the verbal interaction. As a result, the exchange in know- 
ledge is controlled by the teacher. In contrast, if the student first asks the question, 
then negotiation for power and exchange of knowledge may be viewed differently. 
In both cases, ‘learning! is a social experience among consociates in which subject 


; i i therefore become meeting places 
meaning becomes social meaning. Classrooms herefo gp 
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for the different intentions and interests of both teachers and students. 


Intentionality as Social Meaning 


Social scientists have debated the issue of meaning in terms of social 
interaction for decades. Although researchers do agree on the need to ensure a 
continuity between social descriptions and human actions, they disagree on pre- 
suppositions regarding the meaning of social actions. Wilson's (1970) two para- 
digms of sociological inquiry outline the fundamental differences in approaching 
social interaction. The normative paradigm presumes social action in terms of 
culturally given norms, whereas the interpretive paradigm views interaction as an 
interpretive process among individuals. 

For the normative paradigm there are widely divergent research approaches 
such as interaction analysis in education and socialization studies in sociology. The 
paradigm assumes individuals have been socialized into a common culture which 
includes a language system of symbols and meanings. Understanding of human actions 
therefore becomes premised on a deductive form of explanation. Moreover, lang- 

vage of social relations does not become a topic of investigation. Instead, social 
descriptions become literal in the sense that they provide a context-free descrip- 
tion of human actions. In turn, the meaning of social actions is dependent upon 
nomothetic statements rather than the common-sense knowledge of everyday life. 

On the other hand, an interpretive paradigm assumes that meanings are 
constituted through an interpretive process of interaction. The meaning of given 
situations and actions are formulated interpretations of particular occasions by 


people involved in the activities. Thus, meanings are not static since they are 
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re-constituted on subsequent occasions, and descriptions become interpretive in 
nature. The observer attempts to grasp the common-sense knowledge shared by 
actors in the interaction itself. Moreover, he must describe and examine the con- 
text in which the interaction occurs. 

Contextual concern necessitates the recognition of the social use of lang- 
vage, since man's experiences within his world are inseparable from the language 
which he uses to describe his point of view. Language objectifies those experiences 
that are a part of an individual's biography, it conveys one's intentions to others, 
and it facilitates the introduction of beliefs that are culturally preserved. The 
Re erinehon of the processes for constructing meaning structures requires more than 
the logical analysis of language as asserted by Ogden and Richards! (1923) classic 
work on the influence of language upon thought. Language becomes a medium of 
social expression that facilitates the relationship between thought and social action 
in a particular situation. 

Although social scientists who adopt an interpretive paradigm generally 
agree that social meaning must be described and interpreted in terms of the mean- 
ings to actors themselves, there exists widespread disagreement over the process of 
interpretive meaning. Three perspectives of social meaning are now considered. 

Kaplan (1964) contends that a researcher should engage in a double 
process of interpretation. First, he should derive ‘act meaning' or the significance 
an act has to the actor involved. Second, ‘action meaning’ refers to the signifi- 
cance the action has to the researcher. Although Kaplan's distinction between the 
empirical and the theoretical notion of meaning clarifies for research purposes two 


kinds of understandings, and acknowledges the meaning an act has to an actor, 
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little attempt is made to determine the process of constituting act meaning. 

Another assertion for meaning of social action comes from symbolic inter- 
actionists. Blumer (1969) suggests three basic premises of symbolic interaction. 

First, human beings act towards phenomena according to the meaning conveyed by 
the object or symbol. Second, meaning arises from the social interaction with others. 
Third, meanings develop from a process that emphasizes self interaction. In sum, 

the source of meaning is a derivative of the interactions of self and others. Although 
symbolic interaction was the first approach to accepting everyday life as being the 
primary reality, it falls short by not clarifying the processes by which social mean- 
ings aire constituted (Walsh, 1972). Moreover, its adoption of conventional empirical 
methods appears to destroy the integrity of the situation. 

The pioneering work of Weber (1949), and the later work of Alfred Schutz 
focused on the social construction of meaning. Although Weber distinguishes action 
from behavior (behavior becomes action when it is meaningful for the sie who acts), 
Schutz (1967) indicates Weber's notion of action remains weakly defined. Con- 
sequently, Schutz argues that if intended meaning is what the actor attaches to his 
action, then there is always a quandary as to what action meaning truly signifies. 

Moreover, Weber's (1949) premise that the intended meaning is represented 
in the individual's action enables an observer to grasp the meaning by direct observa- 
tion. Secondly, intended meaning refers to a broader framework of meaning within 
which the interpreted action belongs. Yet Schutz (1967:27) contends the distinction 
"for we have no means of knowing what the meaning context which we 


is confusing 


think is appropriate is at all the same as what the actor has in mind." For this reason, 


Schutz (1967) clarifies action as lived experience, guided by a plan or project 
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arising from the intention of the individual in a particular time and place. In- 
tentionality acknowledges at one level that man acts according to his goals, 
projects and motives and at another level man's consciousness of the relationship 
between subject and object. 

Meaning, therefore, does not become an ‘attachment to action' but a 
way in which a person attends to his lived experience. Meaning raises experience 
to action. Furthermore, the failure of Weber to distinguish the projected act from 
the completed act confuses the meaning of an action with its motives. 

To overcome the confusion, Schutz (1967, 1971) premises the context 
of meaning in terms of actors' motivations. He distinguishes between the ‘in-order- 
to' motive and the 'because-motive'. An ‘in-order-to' motive consists of the anti- 
cipation of an act as a future project. The determinant of the action therefore be- 
comes the fantasizing of an act in which the concrete action and accompanying lived 
experience have not yet occurred. | 

Yet Schutz (1967) points out that the goal may not need to be literally in 
the future (expressed in the future perfect tense). One may account for his actions 
in terms of an in-order-to statement when in actuality the statement is about a past 
action. For example, the statement "I went home in order to watch the football 
game on television" contains an 'in-order-to' statement, even though at the actual 
time of utterance the statement is a reference to a past event. A feature of this 
double mode of expression is the lack of distinction between the 'in-order-to’ and 
‘because! motive of an individual in this form of expression. On the other hand, an 
'in-order-to' statement pictures the goal as future oriented while a ‘because’ 


statement views the goal as a project which occurred in the past. 
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Despite some cases in which motives can be comprised of both a refer- 
ence to the past and an orientation toward the future, Schutz (1967) postulates 
the existence of a genuine 'because-motive' which cannot be translated into in- 
order-to statements. In this case, the 'because-motive' is rooted in past experience 
and, as a result, the complicated structure of projection in the future perfect tense 
becomes non-applicable. Schutz contends that 

the difference, then, between the two kinds of motives 
e+ is that the in-order-to motive explains the acts in 
terms of the project, while the genuine because-motive 
explains the project in terms of the actor's past exper- 
iences (1967:91). 

Although a phenomenological stance of social interaction assumes the 
intentional self to be the source of meaning, the approach takes the social meaning 
structures of the daily life worlds as being the topic for systematic investigation. 
The source of meaning remains a private matter for an individual, but it is the 
process of typifying one's experience of his actions in terms of a social order that 
creates social meaning. 

In the study of classrooms, | am aware of student and teacher interactions, 
but | am not involved in the social relationship with the same interests and relev- 
ancies as they are. Moreover, my in-order-to motive differs from theirs. To under- 
stand their actions, | use typically similar kinds of interaction in typically similar 
mfecuions to describe the motives of individuals. It is assumed that for my research 
purposes there is a chance of understanding individual acts, and that the possibilities 
of grasping such understanding will increase when an individual typifies his actions 


in terms of the meaning structures that are a part of everyday life. Finally, | adopt 


a dialectic stance in my research that emphasizes reflection rather than a sequential 


series of steps. 
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The framework for emic-evaluative inquiry considers the world of every- 
day life as a topic for study rather than a resource. Moreover, it requires methodol- 
ogies that consider the social order problematic. Such methodologies focus on 
describing the actor's routine activities and his processes of interpretation in socio- 
cultural situations. The following section outlines methodologies that have been 


acknowledged as describing the daily life of a classroom from an emic point of view. 
Identifying Methodological Approaches for Emic-Evaluative Inquiry 


The second section of the chapter identifies a range of methodologies 
ee for emic-evaluative inquiry. Methodology is not simply the manipulation 
of research techniques, but, more importantly, an account of the ongoing process 
employed in generating a description of a social situation. Its importance lies not 
only in the products resulting from the inquiry, but in the process of investigation 
itself. Thus, it is not intended that the identification of methods for emic-evaluative 
inquiry be treated as separate from the constructs clarified in the first section. In- 
stead, research and practical issues are treated together. The aim of such methodol- 
ogy is: "to describe and analyse these methods, by throwing light on their limita- 
tions and resources, clarifying their presuppositions and consequences, relating their 
potentialities to the twilight zone at the frontiers of knowledge." (Kaplan, 1964:23). 

As a researcher, my concern for methodology is not with the imposition of 
a set of prescribed procedures but rather with what Schatzman and Strauss(1973) refer 
to as a philosophical mandate for rendering possible the relationship between myself, 


the research and the actors of the social situation. Throughout the research my 
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stance is reflective, in that | treat as problematic my role, the process of investig- 
ation and the research findings. It is contended that by examining a range of 
approaches, each acknowledging the emic viewpoint, methods will be identified 
that are particularly suited for describing everyday life. 

Each of these methods will be considered in terms of three issues indicated 
by Cicourel (1964) as being significant when attempting to understand the common- 
sense knowledge of the social world. These concerns are the role of the researcher, 
the relationship between actor and researcher, and the identification of the research 


situation. 
Participant Observation 


The method of participant observation has been used for decades by anthro- 
pologists to obtain ethnographic descriptions of particular groups. The anthropologist 
would remain in remote villages for considerable periods of time, observing and parti- 
cipating in the daily activities of the villagers. The resulting ethnography, or des- 
cription of a particular cultural group, would be based on extensive field notes 
gathered from observations and discussions with informants. Such descriptions attempted 
to identify the cultural knowledge which was shared by the natives. Much of the 
earlier field work, which relied on the investigator being a participant observer, 
failed to outline issues of method or to clarify a view of man. The only criterion of 
research was that of a lengthy immersion within the culture group being investigated. 

The classic work of Malinowski (1961) with the Trobriand Islanders was 
an exception to the singular concern for cultural descri ption in that he also attempted 


to detail the methodological issues of his field research. Consequently, Malinowski's 
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notion that the main endowment of a research problem should be 'foreshadowed' 
rather than 'preconceived' has influenced field workers in becoming less prescrip- 
tive in defining their research problem in advance, and more willing to let the 
occurrence of human activities determine the orientation of research. 
Malinowski also attempted to make field work more systematic so as to 

give a complete picture of native culture. Malinowski commented metaphorically: 

Besides the firm outline of tribal constitution and 

crystallised cultural items which form the skeleton, 

besides the data of daily life and ordinary behavior, 

which are, so to speak, its flesh and blood, there 

is still to be recorded the spirit - the natives' views 

and opinions and utterances (1961:22). 
Thus, for Malinowski, the spirit was a function of the cultural system. Specifically, 
the significance the natives provided to the Kula ring was viewed by Malinowski 
in terms of the functional need for the cultural group rather than the intentionality 
of the actors. 

In recent years, anthropologists and sociologists have become interested 

in conducting participant observations within North American society. The focus 
on social groups within contemporary society has caused anthropologists to re-examine 
what constitutes an anthropological account, to search for improved ways of grasping 
the emic point of view, and to redefine their idealizations of man and his actions. 
Results of this focus have been fourfold: a more intensive clarification of convent- 
ional field work practices (Spindler, 1970); the establishment of a 'new ethnography' 
or ethnoscience practices (Spradley and McCurdy, 1972; 1975); an increased number 
of studies of contemporary societal groups and institutions (Maruyama, 1973; 


Spradley, 1972); and a definition of ethnography as being interpretive understanding 


(Geertz, 1974). In conjunction with readjusting of the focus of anthropology, 
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participant observation has gained recognition as a method of conducting elucidatory 
and evaluative research in education. !9 

In spite of the range of studies in social science and educational research 
that utilize participant observation, a common concern of the method is the neces- 
sity of establishing researcher's role within the situation being studied. Schwartz 
and Schwartz (1955) posit that a continuum of role activity exists ranging from 
‘passive’ to 'active' participation. As such, the ‘passive’ observer simply detaches 
himself from the group being studied as often as possible. On the other hand, an 
‘active’ participant becomes a part of the group he is studying. Cicourel (1964) 
points out that of major concern to the success of the research is the degree of accep- 
tance bestowed upon the researcher by the people he is studying. Often a person 
becomes accepted as a participant observer more because of the kind of person he 
is to the members of the cultural group, rather than what the research represents to 
the group being studied. However, it is generally agreed that being ‘active’ prov- 
ides the greatest degree of exposure to the daily activities of the group being studied. 
As a result it is assumed that such a role presents the best way of understanding the 
actor's point of view. 

On the other hand, others contend that assuming too active a role forces 
the researcher to adopt a view that is lacking in systematic investigation. Cicourel 
(1964) indicates the solution is one of marginality, in which the participant observer 


becomes conscious of the various roles needed in a field investigation. Thus, some 


Ges particular educational studies that employ a participant observation method 
see Keddie's (1971) account of classroom knowledge; Cusick's (1973) description of 
life in a high school; Mercurio's (1972) study of corporal punishment; Wolcott 5 
(1972) study of school administration; Smith and Phland's (1974); and Aoki and 


Wilson's (1974) evaluation of school programs. 
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field researchers become extensively involved as participants, whereas others 
become involved only as observers. A third and commonly accepted stance is 
that of vacillating between ‘active' and 'passive' participation depending upon 
the degree of research relevance, the particular situation, or the people with 
whom the researcher interacts. However, Cicourel (1964) and others indicate 
that one cannot always be a detached observer if the intent is to grasp the 
meaning structures of actors. 

A second and somewhat related methodological issue of participant 
observation is the relationship between the observer and the actor. Although 
anthropologists have stressed the importance of relationships between observer 
and actor, most field reports indicate no conceptual basis for the relationship or 
for the procedures of determining the meaning of social actions. Often logistic 
problems, such as gaining entry to the group, selecting suitable informants and 
terminating relationships with people, are emphasized. Although such concerns 
do warrant attention in field research, they appear to detract from the significant 
issue of how a researcher understands the subjective meaning that is socially 
shared by the people he is studying. 

Finally, participant observation considers issues regarding the establish- 
ment of research situations. Early field research often established the village as a 


geographically defined unit of study. The increasing anthropological focus on 


contemporary society has resulted in the idealization of cultural knowledge as a 


determinant of the peoples' actions. For instance, Spradley and McCurdy (1972) 
define a cultural situation in terms of the cultural knowledge shared by individuals. 


Although in education a classroom is an institutionally defined situation, Dale(1972) 
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indicates that the: culture of a classroom grows out of a series of interactions between 
teacher and students. Such interactions influence teachers and students in the class 
situation. Thus, a classroom is an arena, not a spatial view, but a sphere of inter- 
action. Dale defines an arena as: 

a sphere of co-operation, conflict, and negotiation 

between individuals, who are involved in a common 

enterprise and who possess various relevant attitudes, 

experiences and ideologies (1972:32). 
It is in this situation that a participant observer conducts his study of a school 
classroom. 

In summary, the method of participant observation has been the sine qua 
non of anthropological field research. Most efforts have focused on field issues 
such as participation, observation, and recording. To my knowledge, only Bruyn's 
(1966) work makes attempts to deal with the conceptual issues of grasping the emic 
viewpoint. However, his description and understanding of the subjective world in 
its own terms, without reference to any of the common-sense constructs, provides a 
serious shortcoming. The reliance upon what an individual says does not reveal the 
socially constructed order underlying daily happenings. Despite the tendency to let 


the datum speak for itself, participant observation does provide a description of the 


daily activities of people, which serves as the basis for interpretation of human 


action. 


Elite Interviewing 


Frequently, the methodological concern of interviewing is to make the 


interview a more valid and reliable instrument. Standardized questions and the 
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establishment of a detached role for the investigator become major conditions of 
most interview procedures. However, if everyday life is to be the topic of study, 
then the interview itself must be considered a social encounter in which the in- 
volved individuals seek common-sense knowledge of social interaction (Cicourel, 
1964). This results in a complex role for the interviewer. Not only does he have 
to convey a sincere attitude during the interview, but he must also interpret the 
respondent's point of view. In addition, the interviewer must realize that the 

| respondent may or may not view the situation as worth pursuing. 

One interview procedure that acknowledges the actor's frame of refer- 
ence is ‘elite’ interviewing introduced by Dexter (1970). It involves interviewing 
an individual in a special non-standardized manner. Dexter (1970:5) describes 
‘elite’ interviewing as: 

1. stressing the interviewee's definition of the situation, 


2. encouraging the interviewee to structure the account 
of the situation, and 


os letting the interviewee introduce to a considerable 
extent ... his notion of what he regards as relevant, 
instead of relying upon the investigator's notion of 
relevance. 


In other words, the interviewer lets the respondent convey his problem and related 
questions and judgments. The respondent's comments are always interpreted in terms 
of his social position, frame of reference, purposes and biases. 

Dexter (1970) states that the relationship between interviewer and respon- 
dent depends on the individuals involved and the purpose of the study. However, 


at all times the interviewer must adopt a ‘listening’ position in which he interprets 


actions in terms of the actor's frame of reference. 
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For elite interviewers, the research situation is viewed as a social 
encounter. It occurs under various circumstances. The interviewer's own 
interests and motives become part of the situation. Although the number of 
informants depends upon the study, Dexter (1970) states that use of a few key 
informants provides a full understanding of both individual and group 
expectations. Selection of informants is not based upen sampling procedures. 
Instead, those respondents who appear most receptive are interviewed first. 

Dexter (1970:39) warns, however, that such practice can provide 
associations with 'one's own kind of people’ that can lead to the lack of clari- 
eeation of certain premises. Of equal concern is the dependency upon early 
associations which can make later contacts difficult. Dexter contends that one 
way to gain access to other informants is to ask earlier interviewees whom one 
should see later. This practice facilitates other interviews and also provides 


information about human relationships in a situation. 


Ethnoscience 


Ethnoscience is a recent approach of cognitive anthropology designed 
to render ethnographic research more systematic and rigorous. Referred to by 
many anthropologists as the ‘new ethnography', ethnoscience studies "the system 
of knowledge and cognition typical of a given culture." (Sturtevant, 1972:130). 
Since the concern of ethnoscience is to discover the native's own definition of 


his experience, the approach is emic and the focus of study is everyday life. 
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The role of an investigator is to discover the meaning people of a parti- 
cular group assign to cultural phenomena. This role is premised on the view that 
culture is the acquired knowledge that people use to interpret experience and 
regulate their social activities. The knowledge, which is learned and shared, 
contains symbols and concepts. Spradley and McCurdy (1975) indicate that the 
symbolic structures aid in the process of categorization of objects and facilitate 
the anticipation of future events. It is assumed that the way an individual cate- 
gorizes his world closely reflects the cultural system into which he is born. 

Ethnoscience procedures emphasize questioning techniques whereby 
the informants sort their experiences with cultural phenomena into various cate- 
gories. The resulting taxonomic structure then aids in identifying the concepts 
and rules that make up a culture. Ethnoscience methods are rooted in linguistic 
analysis, and provide a systematic procedure for discovering the conceptual 
principles of the particular culture. These principles, Sturtevant (1972) contends, 
allow the anthropologist to reproduce culturally appropriate behavior. In other 
words, one becomes able to predict how natives act, given a particular situation. 

The approach of ethnoscience acknowledges a formal relationship be= 
tween the researcher and the people being studied. The researcher questions indi- 
viduals (informants) who, in turn, indicate ways in which cultural phenomena are 
categorized. 

Thus, it is assumed that man's cognitive structure mirrors the cognition 
and rules shared by a cultural group. For instance, Spradley and McCurdy (1975) 


identify some ways tramps have of 'making it'. Although the ways may vary 
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(bumming, peddling, making the blood bank, meeting a live-one, making your 
own jug, etc.) they represent cultural roles that are shared by tramps for inter- 
preting experience and generating appropriate social behavior. 

In a complex society, however, individuals do not share their cul- 
tural knowledge with all people. As a result, ethnoscientists conduct their 
research with reference to a cultural scene. A cultural scene is defined by 
Apradley and McCurdy (1972) as the information shared by two or more people. 
The notion of scene is closely linked to that of a social situation. The latter, 
however, is a setting for action whereas the former represents the idealized 
definition of a situation held by the insider. It is within the context of this ideal- 
ization that ethnoscientists use informants to discover the shared rules used to 


organize their cultural activities. 


Ethnomethodology 


In addition to the ethnoscience approach of anthropology, sociology 
employes an ethnomethodology approach originated by Garfinkel (1967) for 
studying the actor's meaning structures of the social world. Ethnomethodology 
serves as a probing examination of the nature of social action in everyday life 
by employing practical accounts of both the researcher and the actor. The 
approach presupposes that the activities of social interaction have a highly 


systematic character constructed by people in their everyday activities. 
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The prefix 'ethno' refers to the availability of common-sense knowl- 
edge to an individual dealing with his daily activities. This notion differs from 
the usage associated with ethnography or ethnoscience in which the prefix refers 
to a group of individuals who serve as the unit of study. The term 'methodology' 
refers to an organizational study of peoples' knowledge of their daily affairs 
rather than to methods of conventional research that are viewed as standard sets 
of procedures for researchers to follow. Consequently, Garfinkel's interest 
involves the method of interpretation that actors use to portray an orderly and 
meaningful set of events. In other words, the task of ethnomethodology is to 
make these invariant practices visible. It requires that the researcher not only 
penetrate situations of social interaction to uncover an implicit rule structure, 
as does ethnoscience, but that he also examine what is typically taken-for- 
granted at the level of daily life in order to determine the process people use 
to construct their social realizty. Thus, the researcher becomes a participant 
in the construction of the common-sense world. In Schultz's (1973) terms, the 
researcher is a 'stranger' seeking to discover the social order of a new situation. 
Reflection on that which is taken-for-granted by members of the situation, 
enables the researcher to become familiar with the social order of the situation. 

Although the approaches of ethnoscience and ethnomethodology are 
both concerned with understanding the social world as it is interpreted by actors 


in ordinary life activities, Psathos (1972) indicates major differences between 
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the two approaches. The orientation to understanding the social world represents 
one distinction. While ethnoscience presupposes that linguistic categories 
provide the basis for identifying the shared rules, ethnomethodology examines 
the routine nature of daily life in order to reveal the process people use to con- 
struct their reality. The concern for interation is not on the reflection of cultural 
knowledge, but rather how properties of interaction are produced, displayed and 
observed by the ongoing practical activities of individuals. If social life is the 
outcome of ‘invariant practices’ (the actors' use of common-sense ideas about 
the appropriate nature of situations and the adequacy of acting and making decisions), 
then the social order needs to be considered problematic. 

| Since the activities of daily life are not unique to any one individual 
but, instead, originate and are sustained in social action, Garfinkel (1967) 
contends that three constituent elements of practical activities must be treated as 
problematic. First, we must distinguish between and substitute indexical for 
objective expressions. Indexical expressions refer to persons, objects, events, 
etc., which depend solely upon a context for their meaning. Objective expressions, 
on the other hand, represent phenomena in terms of general categories or classes. 
Garfinkel points out that although indexical expressions are important they are 
awkward for formal discourse’ (1967:5). Yet the dialectic nature of the common- 
sense world views individual 's expressions both in terms of subjective meaning 
(indexical) as well as the objectified meaning structures of the social world. In 


other words, when an individual accounts for his specific actions and expressions 


of experience, he objectifies them in terms of a social framework of meaning. 
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Thus, in this manner, his experience can become known to others. 

The second constituent phenomenon of practical activities that needs 
to be reasserted as problematic is the reflexive nature which people use to 
account for their practical actions. A member's expression of his daily 
activities requires the use of indexical expressions of everyday language. Yet, 
his expressions require that he cannot avoid typifying (objectifying) his unique 
experiences in terms of framework of meaning shared with others. Garfinkel 
(1967) in distinguishing between 'lay' and 'professional' sociology indicates 
that both do practical reasoning. Professional practical actions can be either 
at the level of personal activity or at the level of professional research. 
Commonly, researchers make rational and accountable the actions of other 
people in terms of formal explanation. However, Garfinkel contends, they 
are reluctant to investigate the essential reflective nature of their accounts 
as researchers. Yet, the examination of both levels is necessary in order to 
provide a meaningful context within which their accounts can be made sense 
of by the audience to which the descriptions are directed. 

Finally, ethnomethodology considers the taken-for-granted activities 
of everyday life to be problematic. At this level of study common-sense 
explanation itself becomes a topic for study. Thus, the contextual meaning 
of social phenomena is considered a practical accomplishment of people in 


social situations. Garfinkel (1967) stresses that common-sense ideas are not 
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conceived as the 'natural order of things’ but represent a construct of social reality. 
The ideas make possible social interactions and render them understandable because 
they are ordered systematically and rationally in common-sense terms. Yet, the 
examination of common-sense ideas is necessary if the practical activities of actors 
are to be understood. By treating the common-sense world as problematic, the 
researcher becomes a part of the construction of a common-sense reality. 

The use of language is of primary importance in ethnomethodology. 
Garfinkel examines language in a much broader sense than the grammatical 
and syntactical context of linguistic analysis and the informant categorization 
of cultural phenomena in ethnoscience. Ethnomethodology acknowledges not 
only words, but also symbols, gestures and expressions. Unlike linguistic theories 
which use language to determine the 'deep structure’ of meaning, or to identify 
a set of shared rules for interaction, ethnomethodology views language as a 
means of describing the negotiated patute of meaning from social interaction. 
Thus language becomes the principal means by which actors make their daily life 
accountable. 

According to Garfinkel and Sax (1970), the nature of language provides 
‘practical sociological reasoning’. The concern of ethnomethodology is for the 
way in which conversation is produced, displayed and recognized by actors, as 
being in accord with a rule, rather than simply identifying the rule structure of 
a cultural group. Moreover, it seeks to understand the members’ sense of adequacy 


and the appropriateness of their interaction. Thus, ethnomethodology seeks to 
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make visible the orderliness of indexical expressions and illustrates that the social 
order is the result of practical activities of people using common-sense schemes 
of interpretation. 

Garfinkel (1967) illustrates two alternative approaches to studying 
practical activities. First, a ‘documentary interpretation’ of the conversation, 
which identifies the language used to type actions and the way of ascribing mean- 
ing to social phenomena. The purpose of documentary interpretation is to make 
visible an underlying pattern based upon a series of appearances that in turn are 
‘documents of! the underlying pattern. This mutual determinant of appearances 
and underlying patterns constitutes indexicality. A central characteristic of 
Garfinkel's approach is that later appearances may force a revision in the per- 
ceived underlying pattern. Furthermore, revisions require a re-interpretation to 
determine the real meaning of the previous appearances. 

Second, Garfinkel creates 'disturbances' to reveal the common-sense 
ideas about the routines and rationality that make the social world objective. 

He argues that by making trouble (breaking a rule) in a presumably non-problematic 
situation, a researcher can identify how members conduct their practical activities. 
Garfinkel contends that both approaches make visible those ‘invariant practices’ 
which members use in a social situation. 

In summary, the description of everyday life in an educational context 


requires the common-sense constructs of defining the situation, intersubjectivity, 


interaction and intentionality. These constructs acknowledge knowing as 
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experiencing activities in daily life. Although the source of meaning is rooted 
in the context of intentionality, experiential meaning becomes objectified 
when expressed in terms of socially constructed meaning structures. Thus, this 
chapter provides a framework for emic-evaluative inquiry and ouflines four 
approaches that acknowledge an actor's viewpoint of human activities. 

In the following chapter | examine the nature of emic-evaluative 
inquiry and provide an emic account of class activities when an innovative 


program is implemented within a classroom. 
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Chapter V 
EMPIRICAL CONSIDERATIONS OF EXPERIENTIAL KNOWLEDGE 


In this chapter, the empirical considerations of my study are described 
experientially from two positions. In the first part of the chapter my experiences 
arising from an emic-evaluative inquiry of a high school social studies program 
are discussed. An interpretive description of the viewpoints the actors (students 
and teachers) held when a deliberate attempt was made to implement a school 
program is provided in the second part of the chapter. These two kinds of descrip- 
tions are based on my observations and involvement with two social studies classrooms 
for various periods of time (see Appendices C and G), and interviews with students 
and teachers (see Appendices D, E, F, Hand!). Rather than serving as a literal 
account of my evaluative activities, the descriptions provide the basis for examin- 


ing the experiences of classroom activities. 


My Evaluative Experiences 


My task as an evaluator is not just to describe and judge what | see and 
hear, but also to adopt a theoretic stance in which | question the significance of 
those human activities that are normally taken-for-granted. It is because of the 
'routineness' of everyday activities that meaning structures become accepted and 
objectified as part of daily life. Yet, the meanings of the daily activities are emic 
in nature as they are constructed and shared by individuals who seek to order the 


daily events and encounters of their lives with others. The descriptions can also 
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be considered evaluative in that they contain the meanings individuals ascribe 
to social phenomena. That is, meanings are considered judgments according to 
the actors' view of the quality of everyday life in school classrooms. 4 

Finally, | view my relationship with the social situations of classrooms 
as an issue of relevance. Emic-evaluative inquiry represents a 'way of looking! 
that differs from the positivistic approach normally practised in conventional 
evaluation. In the conventional approaches to research, method becomes asso- 
ciated with conditions requiring the clear formulation of a problem, relevant 
evidence and rational inference. It presents a recipe for a priori procedures 
which are adapted to the problem to be studied. The procedures themselves 
remain unquestioned. 

Yet, the work of Cicourel (1969), Garfinkel (1967) and Schutz (1971) 
indicates that scientific rationality itself is a quality of common-sense reasoning, 
and that this association can be demonstrated by examining the scientific method 
as a social activity. In this instance, the examination of the experience and under- 
standing which the researcher comes to share with his subjects is of greater import- 
ance than following a step-by-step account of the idealized format of inquiry 
models. 

Throughout the examination of my evaluative experience | adopted a 
reflective approach to inquiry. Reflection involved not only the examination of 
those assumptions associated with my evaluative activities, but also the investiga- 


tion of the underlying social order of daily life. Schutz (1973) has compared the 
Meo a critique of the quality of everyday life in the school, see MacDonald 
(1975). 
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understanding of a social order to the experience of a 'stranger' in an alien com- 
munity. In order to understand and become part of a classroom (community) | 
acted as a stranger and viewed everything that was routinely unquestioned by 
students and teachers as being problematic. My role in becoming a part of the 
constructed social order required reflection and reinterpretation of the daily life 
that | shared with my consociates. | did not simply discover the social world, 

but internalized the social order that gave meaning to the daily life activities. 
Emic-evaluative information, therefore, was the product of my experiences as an 
evaluator. Asa result, a significant part of the emic understanding of the every- 
day life of classrooms was the consideration of the interpretive schemes that | used 
for viewing the activities of a piloting program. 

Acknowledging the existence of subjective meaning structures requires 
that an evaluative approach be responsive to the activities of everyday life rather 
than to an etic frame of reference that takes-for-granted the existence of a social 
reality. If the social order is meaningful and orderly to individuals within the 
situation, then a systematic form of investigation is required that acknowledges 
those concerns of empirical research and the common-sense constructs of everyday 
life. 

Systematic investigation in conventional educational research refers to 
the procedures of defining the problem, outlining the nature and size of the sample 


population, selecting methods, and analyzing the results. During the first stage of 


my graduate program, many of the procedural concerns of research remained taken- 


for-granted, whether in graduate research seminars, or in informal group discussions. 
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| began my research, therefore, with this view of research in mind. However, 
later examination of 'who' and 'what' people are, soon began to influence how | 
viewed the relationship between problem and method. If people are assumed to 

be subjects, actively creating their own world, then evaluative methods cannot 
simply represent technical concerns for extracting reliable information and analyz- 
ing results. Instead, they must encompass a great deal more. In Gouldner's (1970) 
terms, the methods themselves are infused with assumptions about the social world, 
the researcher, and the nature of their relationship. My account of evaluative 
practices thus becomes a reflective examination of these relationships. 

The description of my evaluative experiences follows the conventional 
concerns of research. The purpose for using such a format is to communicate my 
evaluating experiences to the reader. However, it is not intended that emic- 
evaluative inquiry be viewed as a step-by-step procedure. On the contrary, | 


view the sequence and nature of evaluative practice as problematic. 


Stating the Problem 


A common, and often taken-for-granted concern of conventional educa- 
tional research is the need for a clearly defined statement of the problem to facilitate 
the collection of data. Although some latitude exists in the way the problem is to 


be formulated (i.e., in question or hypothesis format), the problem is always stipul- 


ative or propositional in nature. Stating the problem in this manner enables the 


testing of certain relationships based on nomothetic statements. The criterion 
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for testing rests with a particular kind of inquiry. Moreover, it is assumed that 
accumulation of relevant data leads to a solution which advances propositional 
knowledge. 

My initial exposure to evaluative procedures identified a similar need 
for stating the problem. Evaluation models not only outlined ready-made proced- 
ures for deriving a problem in advance (i.e., needs assessment) but also for exam- 
ining programmatic variables in order to ascertain changes or to determine outputs 
brought about by a treatment. On first examination a scientifically defined problem 
followed by a methodological solution appeared to represent an interest-free objec- 
tive eee for collecting evaluative information. Closer examination revealed 
that the models of research and evaluation themselves were controlling two dimen- 
sions of the solution to the problem. 

First, that which is to be measured and the manner in which the problem 
is to be examined are specified in advance of the research. Second, the evaluation 
models facilitate the examination of bureaucratically defined problems. Hence, 
the use of evaluation models enables outsiders to monitor the effects of a particular 
school program upon students. Evaluative procedures tend to serve the interests of 
outsiders, rather than the interests of those people who experience the program. 

As a result program evaluation tends to control students’ intentions rather than 
helping them become more self-fulfilling, more autonomous and more capable of 
realizing their own potentialities as human beings. 

In pursuing my interest of exposing and extending emic understanding 


when evaluating programs, | faced a contradiction in methodology. On the one 
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hand, writings in educational evaluation were suggestive of a controlling interest 
by outlining methods and adopting standards that acknowledged an etic or 'out- 
sider's' point of view. On the other hand, few writings in evaluation acknowledged 
the experiential knowledge of people within the classroom as being worthy informa- 
tion from which to make evaluative decisions. Thus, | began to investigate 
methodological issues of the social sciences. 

Encouraged by writings in educational evaluation on the use of anthropolo- 
gical field methods, | examined methodological practices in anthropology. Two 
aspects of their field research appeared significant to me. First, much of the field 
work was based upon Malinowski's premise that one enters the situation with a 'fore- 
shadowed problem’ rather than a fixed or preconceived ideal of what to look for. 

This approach made the problem dependent upon the research situation rather than 
upon the hypotheses established in advance of field research. 

Wolcott (1975) discusses this issue as the 'problem of the problem' by 
suggesting that Ba Sos ee do not like others defining their research tasks and 
that, as researchers, they are committed to finding out what really happens in an 
actual situation. In other words, anthropologists attempt to describe the way of 
life of a particular culture by observing the daily activities and customs of people. 
Such an approach eliminates the prescription of the problem in terms of propositional 
knowledge, and is more attuned with finding out the significance of daily activities 
from the individual's point of view. 

Second, field work provided a close-up description of the daily activities 
of people. Upon reflection, it became apparent that the often extensive documenta- 


tion of daily life happenings by field researchers did little to reveal the process 
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people used for giving orders to their social world. Two shortcomings eventually 
became apparent. First, the descriptions were simply literal accounts of the field 
worker's observations of daily events. The interpretation of human events was 
based upon attributes of a well-defined class of cultural phenomena recognizable 
by the relevant scientific community. Although the descriptions were based upon 
daily events and conversations, little attempt was made to interpret how actors 
constructed their social world. Moreover, anthropologists gave little account of 
the manner in which their field accounts were collected. Garfinkel and Sax (1970) 
contend that only rarely do anthropologists relate how field circumstances are 
constituent features in the collection, analysis and revision of their field notes. 
Even less frequently is an account made of how the notes became a report for an 
informed audience. 

In sum, descriptions from anthropological field methods did not reveal 
the meaning these activities had for people within the culture being studied. 
Despite accounts of daily activities, their interpretation rested with a framework 
that did not treat as problematic the practical activities of people in the situation. 
Nor did it recognize the inquiry of a field worker as a social process. 

This realization evolved slowly. Through association with my professors 
and other graduate students, | began to read and discuss implications of social 
phenomenology for educational research. At first my ‘limit situation’ prevented 
me from fully appreciating how the study of the reality of everyday life could reveal 
more fully the meaning individuals give to classroom activities. Social phenomenol- 


ogy not only provided the common-sense constructs that allowed me to clarify further 


1 


yllouite\e agbinostio li wt Spa aee an ‘3 218 she i 


rae 


pie 7 a, etiaeh ai. ie {15 ¢- 


yl ai? aitt3 1 «) Gedy 2 wai wae 


mw sau Apmun 34 $ Mo tg wit ioays: eh 


ety Bie to ‘pels befltieb® Htisw 46) - 


eidpxings 594 DfSmon 


besod Sisw eno: (Aj39°35 ai Ag ont | eens sit 


aodu & 
. of tas 
HotDD won Ter1q%6 Bint nt akan oO ae ‘eh 2 fattvnes bn ve | 
ny 7 

i 

Yo truodaiote ATE avop) steipo lone ita! ts vast0M: Me binow tetbar 96 out 
oe ie sh 

. | i 
(Ove? Vn?’ bae lalethoo Ubatsellog Stow eiatgose ste ~_— sense 


BID S31 


baibute aniéd siuthis ert acti ise. Lot mere waite io 
hawemod o ditw betes notibisiqrotat Ntart tics we 
Aolputic en! ai sigose Yo saniet yh)=) frotibo art; aS a 
1229064 Ibigee 0 26 whew bait” 646 cre une 


srotestand Yh ae hoiteiaore figuowt Wale wien ott 


inlooe te sllestaat aaubilt Snoibeiss Pe) nage ya 


<tovemor Ipinge daisieitec meowrols ot avig. a oe an 


’ 


ration ins af am bewollp io toutes stnez 


112 


the notion of emic, but my readings also set forth idealizations of how subjective 
meanings were constructed and objectified as social meanings. 

The problem, therefore, became the common-sense understanding of what 
was happening in classroom activities when a program was implemented. To grasp 
such an understanding required a theory of social action that acknowledged the 
common-sense experience of the members in the social situation. In this kind of 
study, the problem was somewhat 'foreshadowed' in that it was first revealed by 
the theoretic constructs of social phenomenology, yet the nature of the problem 


became clarified only through the interpretation of everyday life. 
Identifying Situations for Research 


Two situations were selected for my evaluation of a school program. 
Descriptions of these situations are outlined in Appendix B. It is contended that 
the nature of the selection of these research situations is based upon common-sense 
reasoning rather than scientific rationality (see Appendix A). 

The examination of my interests and motives revealed two major reasons 
for the selection of my research situations. Exposure of the underlying meaning 
structures of class activities represented my theoretic interest. Moreover, if the 
evaluation of a program was to rest with peoples’ experiences of class activities, 
grasping an understanding of their social world became of primary significance 


rather than accumulating objective data and/or establishing relationships from 


scientific constructs. 
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Selection of situations, therefore, was independent of generalizable 
concerns regarding the explanation of how well the program was being implemented 
in terms of substantive learning. Thus, | was not concerned with the conventional 
notion of representativeness which ensured that concluding statements were more 
likely to be generalizable when based upon a large sample size. Instead, my 
theoretic interest in making descriptions was to expose the meaning structures that, 
according to Geertz (1973), would facilitate generalizations within situations rather 
than across them. 

A second factor was my concern with time ones on my field work. 
Reading early anthropological field accounts led me to believe that a long period 
of field work was necessary to establish rapport with the group, gain cultural 'know 
how' and select informants. Asa result, | allocated considerable time to a few 
situations, rather than short stays in many situations. Although my experience from 
the first field situation (see Appendix C) made it apparent that time was needed to 
gain entry and familiarity with particular activities, often the routineness of student- 
teacher activities minimized my involvement in class activities. Many days | viewed 


my experience in classrooms as time spent waiting for things to happen, an occurrence 


| tended to accept. 


Consequently, my description of the second situation was based on a 
two-week time period, whereas the description of my first situation was contingent 
upon three months of classroom involvement. In addition, the arrangement for 
implementation of the program in the second situation was dependent upon a host of 


year-end school considerations that restricted the length of time available for 
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piloting of the program. At one point during arrangements for my field research, 
the teacher had seriously considered cancelling the piloting of the social studies 
program because of numerous school interruptions and his involvement with ‘extra 
class' activities (see Appendix G). 

Upon reflection, the reason for selecting two situations for field research 
was based on my initial commitment to teachers and a lingering concern for repres- 
entativeness. Only during the research of the second situation did | realize the 
helpfulness of a second classroom in that it clarified for me dissimilar ways in which 
common-sense experience of activities did occur. 

If the meaning structures of human consciousness are inherent in the 
activities of a school program rather than what is learned from the program, then 
the concern is not upon the substantive aspects of the program, but upon the quality 
of life in the classroom. Consequently, | considered two conditions necessary for 
the selection of a school program. First, | felt the need to select a program in 
which teachers had been introduced to the instructional activities and the substantive 
content. The intent of this condition was not to assume a treatment condition, but to 
ensure that each teacher in some way had an introductory experience with the same 
program. Furthermore, the selection of the same program would enhance my under- 
standing of how a program was experienced in situations in which student and teacher 
knowledge at hand differs. 

The program eventually chosen for evaluation was Study in Rural-Urban 
Transition, a high school social studies program developed by a team of teachers 


who were participants in the Canadian Studies Foundation's Western Project, 
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Project Canada West. The nature of the selection was pragmatic. First, | was 
familiar with the program because of earlier formative evaluation responsibilities 
(Aoki and Wilson, 1974). Second, each of the teachers involved had attended 
a mini-conference regarding classroom try-outs of the SURT program, and each 
was planning to implement the program during the time | had allocated for my 


field research. 
Selection of Methods 


In Chapter Ill, a number of methodological approaches was outlined 
that, in various ways, came to terms with the premises set out in the conceptual 
frame of reference. A more detailed examination of my selection of methods 
revealed that a series of experiences was the source of procedural ideas for con- 
ducting emic-evaluative inquiry. These ideas, or 'background expectancies', 
reflected a concern both for my practical interests in the study and my conceptions 
of an emic-evaluative approach. 

My reading within the field of social phenomenology provided clarifi ca- 
tion and identification of empirical procedures for an emic description. The idea 
that the existence of a reality is constructed and sustained by social interaction 
led to my clarification of Pike's (1967) notion of emic as an insider's point of view. 
In this instance, experiential knowledge becomes expressed in terms of the typifica- 
tions of actors’ use in everyday life. Clarifying the meaning of human activities 


i] . ! i] 
in terms of social reality also presupposes that actors’ concern for ‘quality of life 


is the standard by which activities are evaluated. In turn, this conceptualization 
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of an emic viewpoint led to the selection of methods for providing an emic descrip- 
tion of class activities. 

At first, the selection involved a re-examination of the field methods 
practised by anthropologists and educators. On reflection, it became apparent 
that the field methods suggested by Smith and Pohland (1974) for evaluating educa- 
tional programs provided only descriptions of what the evaluator saw and what 
involved people said. Such descriptions, although presenting a detailed account 
of daily activities, continued to reflect an outsider's view and his notion of what 
was adequate description. However, if emic understanding is considered in terms 
of a social order, then methods must not only furnish an account of daily activities, 
but also expose the nature of human experience in everyday life. 

Further reading led to the re-examination of the ethnoscience approach 
of social anthropologists. Although ethnoscience provides an emic analysis of 
cultural phenomena, it does not acknowledge the process of constructing a social 
world. Instead, the approach, premised upon a cognitive definition of culture, 
postulates shared cultural knowledge as the basis of meaning. Inquiry procedures 
require that individuals categorize familiar cultural phenomena. Ethnoscientists 
contend that the language informants use in such categorization reflects the shared 
rules of the group. Meaning, therefore, is embedded in the language terms used 
in the categorization, rather than in the account of human experience in daily 
life. 

The focus of ethnoscience on shared rule structure tends to emphasize 


the static nature of a social world rather than the process by which social meaning 
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becomes constituted. In other words, an ethnoscience approach is not concerned 
with the way in which participants create social meaning, but only in identifying 
a normative set of rules which govern what people do in a given cultural situation. 
Although the approach does recognize the actor's world of daily life, its inability 
to view meaning structures as being constituted by social action renders it in- 
adequate for providing an emic understanding of the ongoing activities of a class- 
room in which social interaction predominates. 

Finally, examination of social phenomenology introduced me to 
Garfinkel's (1967) approach to ethnomethodology. The approach indicated that 
the procedures of 'documentary interpretation’ and ‘disturbances’ (demonstration 
experiments) clarify the ethnomethods or practical reasonings that people employ 
in their daily activities. Moreover, these procedures acknowledged the social 
order of daily life. 

A second experience that provided ideas for empirical procedures was 
the 'try out’ of methods during an earlier evaluation of the SURT program in other 
class situations (Aoki and Wilson, 1974). In the 'try out’ evaluation, | adopted a 
participant observer role. My field activities included accounts of my experiences 
as an evaluator and, when possible, interviews with involved individuals. Partic- 

ipant observation, thus, represented a series of methods for collecting various 
kinds of information. 

Yet, in situ interviews often resulted in informants providing either 
hurried accounts of what they were doing, or casual expressions of approval or 
disapproval of the program. These interviews did not appear to afford a thorough 


documentation of peoples' experiences in the program. Nor did they provide the 
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detailed ongoing account of peoples' activities and experiences that facilitated 
the interpretation of social meaning. 

Although the interview was conventionally viewed as a part of partic- 

ipant observation, it was recognized as a form of social discourse when exposing, 
from actors’ experiential accounts, their meaning of daily activities. Thus, | 
adopted for emic-evaluative inquiry, Dexter's (1970) elite and specialized inter- 
view in which the interviewee's account is given priority. 

My practical experience in evaluation also indicated the usefulness of 
logging participant observer activities. The procedure not only outlined an 
account of my activities as an evaluator, but also provided my reflective thoughts 
and included comments of other individuals. Appendices C and G represent my 
logs of field research for emic-evaluative inquiry. 

Finally, the procedures | adopted were influenced by a continuous re- 
examination of my experiences from the empirical activities of emic-evaluative 
inquiry. Both the classroom activities of the people being studied and my own 
process of inquiry were influential in selecting methods. 

Class activities in my research situations influenced my role as a partic- 

ipant observer and controlled the occurrence of my interviewing with students 
and teachers. As a result, my evaluative practices in the two situations varied 
markedly. The decision by the teachers in the first situation to adopt a project- 
oriented approach in the piloting of the program, provided an unstructured teach- 
ing environment in which | was able to participate freely and to observe teachers 


and students on most class occasions (see Appendix C). The situation allowed 
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frequent interviewing of students and afforded the opportunity to create a 
‘disturbance’ situation. 

| viewed the second situation as more directly concerned with piloting 
the innovative social studies program (see Appendix G). Class lessons involved 
students in both the case study and the simulation, two teaching approaches out- 
lined in the SURT program. Moreover, my role as a participant observer became 
more 'passive' than 'active' for two reasons. Although class lessons were scheduled 
at least once a day, my involvement was only for a two-week duration. A second 
reason for a more passive role was the formalized nature of class activities. Many 
times, the lesson involved discussion between teacher and the class. Thus, the 
methods varied in each of the two research situations, and it became apparent that 
if | was to expose the meaning structures of classroom life, then multiple methods 


would be required. 15 


Descriptions of classroom activities were provided by logged accounts 
of my participant observer activities. In addition to these descriptions of ongoing 
class activities, | conducted elite interviews with students who volunteered to 
discuss with me their experiences in the SURT program. 

Understanding the actors' intentions involved grasping the practical 
knowledge of everyday life. This action necessitated that two conditions be satis- 
fied. First, in order to focus on the nature of common-sense experience, | had to 


suspend all previous notions of viewing classroom activities. Second, the method 


15 The use of multiple methods in conventional social science research has 
been described by Webb et al (1969) as the process of triangulation. Their con- 
cern is that theoretical complexity may require different measurement devices 
(i.e., interviews, questionnaires) to reduce rival explanations and to identify the 


most significant premise. 
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of interpretation must be similar to that used by actors in the situation. Asa 
result, | used Garfinkel's procedure of documentary interpretation. 

The method consists of treating an actual appearance 

as "the document of", as "pointing to", as "standing 

on behalf of" a presupposed underlying pattern. Not 

only is the underlying pattern derived from its indivi- 

dual documentary evidences, but the individual docu- 

mentary evidences, in their turn, are interpreted on 

the basis of "what is known" about the underlying 

pattern. Each is used to elaborate the other (1967:78). 

Emic understanding of class activities was also made possible by utilizing 
Garfinkel's (1967) technique of creating 'disturbances'. Although the disturbance 
was possible only in one research situation, a video-tape of the disturbance did 
aid in exposing how members of the class conducted their practical activities. 

In summary, the methods selected make reference to a conceptual view 
of man and his social world, and the daily activities of each research situation. 


Furthermore, the selection was based on my stock knowledge at hand and my intent- 


ion to conduct an emic-evaluative inquiry of classroom life. 


Process of Interpretation 


My project of providing an emic description of class activity was based 
upon two premises. First, meanings people ascribed to class activities were viewed 
as evaluative information on a new program. In this sense, involved people evalu- 
ated their activities in terms of quality of life. Second, the classroom studied was 
viewed as a situation of social interaction. As a participant observer, | took part 


in class activities in order to grasp the understanding of how actors accomplished 


social action. 
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Descriptions that expose the actors’ process of social interaction must 
ensure a sense of adequacy between my accounts of 'what is' (in terms of social 
order) and the meaningfulness (rationality) of the description to the people being 
studied. Descriptions, thus, do not depend upon a given meaning nor upon a set 
of procedures that are independent of the context of the investigation. Instead, 
the interpretation of actors' accounts (which themselves are interpretations) are 
subject to later reformulation after additional experiences of people have been 
collected, or upon reflection of one's research activities. 

Interpretive issues do not depend upon a procedural technique which is 
independent of the research context but, instead, are mutually dependent on the 
way in which people and their social worlds are viewed. To make descriptions 
adequate it is important that the context in which descriptions are made, be docu- 
mented in terms of the people being studied and the experiences of the researcher. 

My early experiences with inquiry focused on the eonverion| concerns 
of research. Statistics courses provided an array of techniques for analyzing data. 
Research seminars focused on such conventional concerns as design procedures and 
issues of objectivity. My initial interest was in establishing an evaluative method- 
ology that would recognize the beliefs and intentions of people in a classroom 
situation. Although willing to look at qualitative methodology, | assumed my 
inquiry would follow the paradigm of conventional educational research and 
evaluation. 

My examination of anthropology provided methods that supported the view 
that evaluation was the collection of descriptive information for decision making, 


and also acknowledged the description of the particular rather than the testing of 
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deductive statements. At this time, colleagues regarded my interest in field 
research with suspicion because, in their view, it failed to meet the criterion of 
objectivity. Their constant question, "How do you know that what you are des- 
cribing is true?" led me to defend my position by justifying the validity of the 
descriptions according to conventional methodology rather than developing an 
independent argument for my case. 

Frustrated by such arguments, | began to re-examine issues of knowing 
and method at a broader level of investigation. If the classroom was seen in terms 
of social interaction, then two major but related issues became apparent. Central 
to the description of class activities was the problem of meaning and the need to 
identify a process of understanding that acknowledged peoples' interpretations 
and established their objectivity within their constructed meaning structures. 

Although anthropological field methods used daily activities as a resource, 
the bases for descriptions remained independent of the context. Further, the ethno- 
science concern of identifying the meaning of peoples’ actions in terms of shared 
rules assumed cognitive consensus, which served to make the descriptions literal or 
independent of the context in which the actions occurred. That is, there exists 
cognitive agreement among people because they have been socialized into a culture 
that provides meaning through a given set of rules. Since it is assumed that people 
discriminate actions in relatively the same way, the meaning of an action is rela- 
tively stable over time. 

Thus, if | wished to describe an emic viewpoint that had been negotiated 
| and constructed by individuals during class activities, then my descriptions had to 


be made in terms of the context created by individuals and myself. In this case, 
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descriptions became interpretive rather than normative in nature. A major premise, 
therefore, is that social interaction itself is an interpretive process of individuals. 
Actions are constituted and exist only through the practical activities of individuals. 

As a researcher, | can only expose the intention of the actions by employ- 

ing the same process of interpretation as that which the actors use. Garfinkel 
describes this as documentary interpretation. This form of interpretation is charac- 
terized by mutual determination of an underlying pattern, and the concrete appear- 
ance of human activities. Such mutualism is referred to as indexicality, in which 
the underlying pattern is identified through its appearances and, in turn, each 
dpthatanes becomes a 'document of! the underlying pattern. Later appearances 

may force a revision of the underlying pattern. 

In emic-evaluative inquiry, documentary interpretation was based 

upon the interviews | held with informants. When necessary, the interpretations 
were supplemented by my accounts as a participant observer. Descriptions of class- 
room activities enabled me to observe a wider range of events and employ a broader 
context for understanding than that held by the actors. Yet, it is not contended 
that these descriptions are more penetrating, or more objective than the participant's 
own accounts. On the contrary, the researcher's accounts often ignore the premise 
that social interaction is an interpretive process on the part of the individuals 
providing the information. Thus, in order to provide an emic description, | had to 
describe the underlying pattern reflected in descriptive statements of actors. My 


research description, therefore, became a form of interpretation. 
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The use of documentary interpretation as a means for interpreting 
descriptive statements of individuals acknowledged both the problem of meaning 
(dealt with in Chapter IV) and the issue of validity. The assumption that social 
meaning is derived from the intentional self requires that human activity be under- 
stood in terms of projects, intentions and motives (i.e., the 'in-order-to! motive 
and the 'because-motive'). The meaning of activities can then be interpreted 
in terms of actors’ past experiences or future plans. In this instance, meaning 
became a dynamic occurrence rather than a static condition. The use of the 
method of documentary interpretation acknowledged the ongoing process of human 
Botivity and thereby enabled one to grasp the meaning as it is constructed in every- 
day life. 

Furthermore, if meaning is constructed during the daily life activities, 
then social interaction is viewed as an interpretive process. As individuals 
(students and teachers) experienced activities, they expressed their meaning in 
terms of a social order, shared by others. Meaning then became intersubjective 
in nature. At first, as an observer, | was a 'stranger' (Schutz, 1973) seeking to 
be e part of their social world. My documentary interpretation of the routineness 
of daily life did not assume a ‘detached! stance but, rather, became a joint 
endeavour with my consociates. The interpretation of daily life, therefore, be- 
came a social process in which a 'we-relationship' between me and my con- 
sociates was developed. 

A second concern related to a process of interpretation is that of validity. 
Conventionally, validity of human activity is viewed in terms of the internal logic 


of the explanations or the consistency in which other studies support empirical 
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statements. The concern of validity in social phenomenology rests with how well 
the observer's formalized interpretations reconstruct the essential meaning structures 
and related processes which are the source of the activity in question. The basis 
for such an interpretive view of validity is founded on Schutz's (1971) postulate 

of adequacy. This postulate requires the establishment of second order constructs 
from the social meaning of daily experience which, in turn, are understandable 

for the actor himself in terms of his subjective meaning structures. This postulate 
ensured the consistency of my idealizations and constructs with those of common- 
sense experiences rather than with the abstractions shared by a community of scholars. 
Documentary interpretation is an interpretive process that fulfills the postulate of 
adequacy. 

The next section describes the everyday experiences of teachers and 
students of the two classrooms | observed and interpreted. Issues of meaning and 
validity were resolved by a process of interpretation which acknowledged a 
socially constructed and shared life-world, and which considered my descriptions 


as being adequate in terms of the actor's viewpoint. 


Student and Teacher Classroom Experiences 


Consideration of experiential rather than scientific knowledge as being 
worthy information for evaluating educational programs required a set of pre- 
suppositions and methodological approaches that differed from conventional research 
practices. In this section of chapter V interpretive descriptions are provided of 


student and teacher experiences when a social studies program was implemented. 
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Descriptions were based upon elite interviews with students and teachers 
(see Appendices D, E, F, and H) and my own experiential accounts of classroom 
activities as a participant observer (see Appendices C and G). As the social inter- 
action of classrooms itself was viewed as an interpretive process, according to the 
actor's definition of the situation and his intentions of daily life, then any descrip- 
tions, whether those of the actors or of the researcher, were construed as being 
interpretive. Moreover, since the meanings of situations and actions were inter- 
pretations formulated on a particular occasion, they became subject to later 
reformulation on subsequent occasions. In other words, the meaning was dependent 
upon the ongoing activities of daily life rather than a predetermined normative ideal. 
Descriptions and interpretations of classroom activities, therefore, contributed to 


the identification of the underlying process of social actions. 


The Social Process of Negotiation 


The empirical study of the two classrooms involved in piloting a social 
studies program revealed negotiation as being the process underlying social inter- 
action. The term ‘negotiation’ refers to resolving a conflict relationship between 
individuals in the situation, or between an actor and his social world. As such, neg- 
otiation occurred either for the purpose of bargaining for control or as the exchange 
of knowledge. Thus, negotiation, as a social process, represented an attempt by 
individuals to understand what was going on and to influence the discussion of 
others in areas of social interaction where rules were not clearly defined. Further- 


more, negotiation was viewed as existing both prior to, and during the piloting 
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of the SURT program. 


The idea of negotiation as constituting the social process underlying 


class activities was first noted during the classroom disturbance created in the 


Alanby situation 


(see Appendix C, March 12 and 13). My planning of the disturb- 


ance was based upon student and, to some extent, teacher statements regarding 


the grading of group projects. In my interview with students, Rod and Karen, 


they continually 


expressed a desire to know what was expected, and ways in which 


they might influence the grading of their work. Their concern is reflected in their 


responses to my question regarding how they feel about the structure of the SURT 


program compared to other social studies project work. 


Rod: 


Interviewer: 


Rod: 


Interviewer: 


Rod: 


Interviewer: 


Karen: 


Well, | think now - | feel | could do it by myself but right now 
| don't know what is expected of me. 


| don't know if he wants two papers and a video tape or, you 
know, how much. He hasn't said | want you to do 150 marks 
worth of stuff and | want a mark to be equivalent to an hour's 
work or one-half hour's work, or something. He doesn't - 

it hasn't been set down. This is what | expect, this is what 

| expect the teacher to present. 


Do you always operate that way? 


Yes, the end product is what makes the difference. You know 
we can fight all term. Come up with something that isn't any 
good and you have wasted your time. 


And the fight is not interesting? 


Well, being interested, that - it is nice to be interested along 
the way, but that is a luxury. 


How do you feel, Karen? 


It is the final project that gets you your marks. | mean, if you're 
interested you don't get any marks for being interested. 
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Rod: You might work a little harder and, indirectly, that will affect 
your mark. But you know being interested in the work itself 
isn't worth many marks. 


Interviewer: And those marks are important for you? 


Rod: Oh, yes. That is what you are here for. That is what | am 
coming to school for. 


Karen: It is kind of hard to get away from it when you are used to it - 
for ten years.... 


(Appendix E) 

My intention for creating the disturbance, therefore, was to disrupt the 
apparent student-teacher relationship of resolving grade procedures, by having 
community members involved in viewing and judging student projects. At first, 
viewing a video-tape of the disturbance did not indicate how students and teachers 
conducted their practical activities. However, after placing the disturbance in 
context with other class activities, and after realizing that the piloting of the 
program itself had in some way disturbed the normality of classroom life, the dist- 
urbance provided documentation of negotiation as an underlying social process 
(see Appendix C). 

The 'disturbance' forced students to face the task of finding a meaning- 
ful way through an increased number of possible courses of action. Practical 
activities of students took the form of bargaining for control over the nature and 
procedures of grading their final products. Such a negotiated relationship rep- 
resented the interaction of two different social worlds, each considering the 
activities to be meaningful and relevant from a different point of view. Asan 
observer (I felt very much a stranger at the time), | witnessed a number of vocal 


students and teachers discussing at length the manner in which student projects 
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would be presented and evaluated. These observations led to the understanding of 
the motivated characteristics of an action as being a 'document of' the underlying 
pattern of negotiation. 

Once the underlying pattern became established, it appeared that the 
process of negotiation was of two forms. These are referred to as ‘negotiation as 
bargaining for control' and ‘negotiation as the exchange of knowledge' which are 


examined both from the students’ and teachers’ points of view. 
Negotiation as Bargaining for Control 


Documentary interpretation revealed that the disturbance situation for 
teachers (of the Alanby situation) was viewed as a process of bargaining for control. 
During the planning of the disturbance, teachers continually stated the need to 
allow students time to discuss the issue of community involvement (see Appendix C, 
May 11 and 12). In addition, teachers also requested that a proposal from each 
student group outlining their presentation procedures to the community be required. 
The teachers' concern to negotiate for control was based on the feeling that they 
had 'lost'! many of the students during the early stages of the piloting. This sense 
of negotiation appeared in a discussion with Frank and Walt at the conclusion of 
the piloting. 

Frank: | just wanted to go back to one point even before the first couple 
of days with the kids. One of the highlights for me and, | think, 
for Walt too, was in the week or two before we actually started 
this thing. We tried to get organized and we found it really 
difficult to know how fo start, where to go, what todo. And 
when we sort of agreed that the basic emphasis would be ona 


student-centred kind of study, | was really enthused. | was 
enthused before we even got to the kids. 
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Walt: We got into a planning phase where the kids were going to plan 
exactly what they were going to do. Now that took two to three 
weeks to a month, depending on the group, and then they started 
working on their projects and they started to get into it. But the 
thing that really bothered me about this was that at some point we 
lost them completely - a lot of them. A lot of the groups - 
completely lost them. And you know, we would try and get the 
kids together to say something to them and how many kids did 


we have? 
Frank: We had half or third of the class. 
Walt: And it was hard to keep contact with a lot of them wasn't it, 


towards the end, actually the last three weeks to a month? 
If we wanted to get the kids together and say "How many 
are going to Westlock", for example, we had to run around 
to get their names. 


Frank: This was a new experience in that we had no rules. Nothing 


about how they should meet with us in a structured sort of way. 
There were no rules whatsoever. 


(pause) 


Well, to me the interesting thing is that many did not come back 
to see us, to ask for help, to talk to us, and to share experiences 


Wy (Appendix D) 

In the Cleardale research situation, there appeared little documentation 
of negotiation as bargaining for control. Class activities were orderly, with regular 
student attendance and participation in class discussions. Pupil and teacher relation- 
ships appeared well-defined. In sum, the situation was a ‘well managed classroom’. 
Although there were no sustained appearances of 'bargaining for control', negotia- 
tion later helped in 'what is known! about the motivated character of some actions 
and comments of individuals. For instance, Vance's statement regarding overall 
planning, "I'm flexible if students show interest; otherwise | know where I'm going. ", 


and his joking statement as to whether the class would like a "book-check" (see 


Appendix G, May 27 and May 30) are actions that could be interpreted as 
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documents of ‘bargaining for control' 
Negotiation as the Exchange of Knowledge 


The underlying process of negotiation can also be viewed as an exchange 
of knowledge in which individuals have the opportunity to experience or give 
meaning to the objective reality of a situation (i.e., the objective knowledge of 
the SURT program). This level of negotiation can be dependent upon a number of 
social conditions. One condition is the social distribution of knowledge. In 
many situations, teachers have access to professional knowledge which has universal 
qualities, whereas students possess everyday knowledge concerned with particular 
events. Such a difference in access to knowledge appeared to be the case with 
individual's decisions regarding the value of group work. Vance's comments indi- 
cated an access to professional knowledge. 

Interviewer: Would you say there are any differences between what you 
are normally doing in Social Studies and what you have done 
in the last two weeks? 

Basically, | would think that because of the nature of the 
materials there has been more emphasis on group work. 


Although we have done group work from time to time, it 
was not as sustained as the group work with the SURT 


program. 


Vance: 


Interviewer: Do you see any advantages in group work ? 


Yes, there are very definite advantages. According to a 
teachers! federation study, group work, of course, is one 
of the most effective learning styles. 


Vance: 


Interviewer: Did they suggest why ? 
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| suppose it is because the students are working co-operatively 
and they learn from one another and there seems to be a high 
level of interest. However, | think, like any other method, 
if it is used too much, say for three or four weeks without too 
much variation, it can also lead to declining interest and 
declining effectiveness. 

(Appendix H) 


In contrast, students Joe and Cindy, of the Alanby situation, provided 


a lengthy account of how discussion groups provided them with the opportunity of 


getting to know others. Their judgment was based on their experiences with school 


activities. 


Joe 


Interviewer: 


Joe: 


Cindy: 


Interviewer: 
Cindy: 
Interviewer: 
Cindy: 
Interviewer: 
Cindy: 


Joe: 


| don't like the term goofing off because if | go to a library 
and talk to somebody like Jeff or somebody else - we sit down 
and have a talk. That is worth more than what | would learn 
in that class. So | don't consider it goofing off. It is just 
doing work other than school work. 


Why do you attach more importance to that than to sitting in 
the classroom? 


Because | would much rather get to learn to know people than 
that. It would do me more good in my life, you know, get me 
further ahead, than it will knowing a metre is so long. Some- 
thing like that. That is irrelevant to me. 


Don't you feel that way too like - | mean, getting to know people 
| knew. That is part of school. 


Can't you get to know people through the use of textbooks? 
No. 

Or studying people in the past? 
No. 


Or people of different lands? 


No. 


That is not the same 'getting to know’. The only way you get 
to know somebody is having time with them, talking to them. 
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Cindy: 
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Joe: 
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Cindy: 
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Have you students done this in your project? 


Yes, myself definitely, we have talked to quite a few people, 
but | can't say that we have got to know them. But we have 
talked to people. 


And like | think that really | got to know one guy - ETS guy 
and he helped us so much we just kept sorta in contact. | 
think that that is a little bit 'getting to know’. 


And do you feel that this opportunity to speak with people is 
an important part of this project? 


| think it should be not only an important aspect of this project, 
| think it should be an important aspect of school, period. | 
think communication with people is more important than what 
you learn in fotal. 


Don't you get to communicate with people in English? Or 
in Social Studies? 


| didn't know them. You sit across the room from somebody and 
smile at them once or twice, or you argue with them about 
communism or something like that. You don't get to know some- 
one that way. 


What about communicating through paper to someone in a novel ? 
Or reading a novel? Do you not communicate with someone then? 


No. This is a different kind. Getting to know them. Sharing ex- 
periences and just learning. Like | have learned so much off of 
Joe because he used to live out in the farm and we talk about that 
all the time. It is just different. Even in school, we get talking 
and somebody says "Well | did this a certain way!" You figure 
why don't I try it? You wouldn't have heard about that if you 


hadn't skipped a class to talk to that person. 
(Appendix F) 


These different viewpoints of group work indicate that classrooms are 


a meeting place of different realities in which each reality has its own criteria 


of what is relevant. In most cases, the teacher's position is advantaged, in that 


the institution provides access to certain sanctions in his relationships with students, 


and also maintains the ri 


ght to define and manage student educational experiences. 
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A second consideration in examining negotiation is the degree of 
opportunity that activity provides for the exchange of knowledge. Yet the oppor- 
tunity for exchanging knowledge did not appear to be a part of what was planned. 
Instead, opportunities appeared to exist outside the prescribed activities of the 
SURT program. My experience with Randy during a library discussion (see Appendix 
G, May 28), and Bernie's description of a library discussion, would appear to be 
clarified by viewing negotiation as an exchange of knowledge. 

Bernie: We had a good discussion during one of our library periods on 
religion. There were four of us discussing religion for the 
whole period. 

Interviewer: Did the teacher arrange the discussion? 

Bernie: No. What happens, the teacher sent us down to work on our 
essays and we got side-tracked. We wanted to stay and talk 
on the religion trip. We had a substitute there. He didn't 
mind. 

(Appendix |!) 

Examination of the student-teacher activities outlined for the simulation 
of the SURT program (in the Cleardale situation), appeared to provide appropriate 
opportunities for negotiating knowledge exchange. However, after piloting of 
the simulation, neither Vance (see Appendix H) nor students, Bernie and Don 
(see Appendix |) viewed the group activities as being meaningful. Upon reflection, 
my desire to include the simulation in the piloting influenced Vance to attempt 
techniques with which he was not familiar. Thus, the outcome was frustrating for 
both teacher and students. 

A third social condition required in negotiating exchange of knowledge 


is the ‘openness’ or amount of discretion available to an individual. In the Alanby 


situation, documentary interpretation sug gested that the increase in discretionary 


to esipeb erlt 2i rote n 
“néqqe enitite Y cagbalwona to son a ay 
sbannblq 2ow todw io tog 8 od of toenge 1 ‘tor bib agbe vi | pf 


ant to zsittviop padiznestg aclt shied tee ot nena’ eOire 2 NO 
ca bs VR 


xibneagA Bee). ¢ ct eeeuozip oer Dd. er veri sive pondiiaqe mM id : | hai | 


ad ot to=qan seca soizsusaib a 9 0 noitairaeab 2’ ‘yirial boo (88 


. re ~ - 
Fein 
-spbelworst te senirloks, no 2b aieieat jth xd batth | 
no zboned anid 1046 ano inh te 1 Lipa en a bod eW | ned | 
od} ro aoigiler prilzedoeib ey to wot 615w went “noipiler v" 
sbeieq alodw me 
aw 
dail 
1 Gh 0 


vo ne atow.ot nwee ag tage parcatanys ae faut’ lt © oe 


Hl ge yet oF betnow a bey oh dele aw brio ba Scand 
Hobib off) sist stusitetie a betta ‘agit Asigilor.edt no. 


‘ a : 


(1 xibnegaA) es Mea. on i yee 


nottolumiz or 110i beniltual etl saline ™ scltoninnyd 
ginidorgao sbivoxd ot bs asad dita Aloo wot elt aoe 1 sr 


he 
> 


to enitolic istia revewon eee au 


SM noize ‘ile egnone wrloot edt bid nawein 


i : 
wHottogferncals Tipit que) a eaitin 
iqmnatio ot ane bedneuln ential ili fot sent 


tet P a 


to? oiieeiien an iv emaatve ee eonit “spi 


135 


areas of student action provided by the project oriented approach was not seen by 


students as being meaningful in terms of exchange of knowledge. Instead, the 


4 


discretionary areas, by permitting many possible courses of action, simply compli- 


cated students’ intentions in terms of their plans and 'in-order-to' motives. Such 


uncertainty was expressed in Joe's statement concerning the change in the kind of 


activities provided by the community study. 


Interviewer: 


Joe: 


Do you like this change? 


| did at first, then | didn't and now | do. | don't want to 
sound confusing but at first | thought it would be a real 
good thing until responsibility of getting it done came. Then | 
said | should be doing it in the old way - it is simpler and 
no thinking. But as | progressed and got more interested 
in it, | think it is better. 

(Appendix F) 


A feeling of uncertainty was equally evident in Cindy's description of 


her activities during the first five weeks of the community study. 


Interviewer: 


Cindy: 


Interviewer: 


Cindy: 


Maybe, Cindy, you would like to tell us what your group 
has been doing for the last five weeks? 


Well, | don't think we did very much until right near the end. 
We changed our topic about three or four times and we finally 
got down to transportation. Then we sort of split up. Two 
girls went on communication, and one on transportation. We 
did a lot of research and a lot of the stuff we found out at 
first wasn't worth it, so we spent a lot of time getting useless 
information. And for the last month we really have been 
working. We've got the time line now and we've got the 


report. 


What were some of the topics that you had first considered? 


Housing. We started off with housing and then we went to sort 
of a history. Just how the town was built up, and then we went 
into the whole idea of communications and transportation all 
mixed up in one. Then we split up and the two girls took com- 


munications, and we took transportation. 
(Appendix F) 
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In contrast to the student view of the way in which the SURT program 
was piloted, teachers of the Alanby situation considered a project-oriented approach 
as being meaningful to students. Teachers, who had defined a situation in which 
students had opportunities to choose their own project, appeared to be dominated 
by 'because-motives' (experience with SURT mini-conference and teaching their 
social studies courses). These intentions are documented in Frank's responses to my 
question regarding the absence of an inquiry approach in the piloting. 


Interviewer: In light of your earlier comments regarding more structure, 
why haven't you used designative, appraisive and prescriptive 
questions as suggested in the SURT study? 


Frank: That's an interesting question. You see, it is what | said about 
a month or so ago. There are various reactions that | have 
heard from the teachers in the field as compared to reactions 
from people at the university and, of course, compared to 
reactions from the students themselves. | know one thing is 
that, well, most teachers are not really interested or informed 
in using theoretical models. Why that is | don't know. And 
we just said we haven't incorporated that into this particular 
project. We didn't look at Morris's model, Walt and 1, and 
say "Now, look here, what are we going to use in terms of the 
basis for this project, designative inquiry, appraisive inquiry, 
and prescriptive action?" We didn't use a formal model based 
on which program we wanted. We just said let's just informally do 
something as | think, in that sense, this has been a most inter- 
esting project for me. | very often have - every year | have 
kids working on individualized programs somewhere within a 
unit of, say, Socials 30 or 20. But never to work at a whole 
course as one big project which this has been. And | have seen 
lots of the errors we are making and where we can improve it 
next time. And when you ask why we didn't use a particular 
inquiry model, | don't know. I think it is because we just sort 
of longed to stay away from theory for a change. We are fed 
up with it entirely after a while. And especially of what | 
have just said. | read what the Westlock kids did and heard 
about some of the reaction of the Westlock kids and | know Walt 
mentioned it is not used in an ‘ivory tower' objective and that 
sort of thing. It all just sort of kept evolving into more of a 
"Net's make it informal, and simple and meaningful to the kids. ' 
And, as a result, we just don't have much theory to back up the 


whole program. 


(Appendix D) 


ioe! 
- es 


oh S aw.6 

MOP, lve oli Ay al x ai ma 

ele ts bey hots itdetos sora Weer Coon watt 4 eit 
foidw ni noltoutie ovbentish bpd ta aiolapsT abate of v 


beionimed ec of bardsqge oie we idl aco at mine a 
4 

Visth prids: o sonetetnoo-inim ‘Fade itw sonstroupai) 8 Ac 

vn of 2aaritiagat 2 tina nt vote ns8db ere atatnatet geod Asne109 ute: tp 120 

| vd ohicumt ae 


anitelig ent ni er nae 9 Io ones edt pnibiopes ne 


wulountz stom pAibiegey cingmimos spilt n0y Io tdgil al mie 
avi tS 919,00 Svirteae ovltpap! feb heey: VON Tosvod, ydw 
¢ Xbute Fave oa om botzogeue 2D adit .4- 


tuodo ioe | tox dw. 2t-4i \aRe uoY.. “notteay _pniteorstnd fe 2 iodT lanl? 
évon ltodt: enolidnet evohoy 9710) aie 7 +O 2 To dino © 7 . 


enorisos) of HeToaMmas eo biel? oft Al waflonet ont mort bined Pt oa 
ot heangmo. ,2eU0o to. baw ytizreview efit to elqosq. mot. 4 | 
24 mint oto wand | visemedt: ringhuie orl movil enoltsoaT = se 
bem tal ic tates isin Nip a7 jon erp riS ae oe taom , Hew tad e' iwihag! , 
a woos! nob: batted yaw. it 20 iin sited grey ni 
FolUsToq- etd ofl toed beiproqi.2t oo teuj aw Cu @ | ath 
Hob .' one tteW’ ' slebom 2'zitoM te. nae inners vfosjoxy of 
ant jo eet At eu of pning ow: e610 iw 8 ee Soran | hi 
Waipal ev 2a eqD POlupaL eviter eiegh iadhory aa rot " ‘oheied | ae 
bseod Idbder Ionic? wl'szu Matlab: aW “Paoltao ev ta ingestg bap | 
ob vilsinatnl feuj ete} bine $20} AW, ub atic ant eWiTbipo1 NOW ao. 
<i t Wot b need nork biekt oan) fs nt Ae Qnitisng: 
aver } TON. Yiavs= avert neito- io a ayn ae  toajor: gnites | 
ec riniiw avatwamod emorgoyy be Si Vibni Ao paitiow ait” 
alow. in ghiew of agyan tua! B aleis 
nage Avot lbaA» .Asedcorh siti sett i: fee 5 pid’s 
ti svoximi neo ow stsdw boo goilom sip OM 
wl yaiting o g2utnbih ew — azo veng nse bad. anit te 7 
toe t2uj ew e2aad. zt ania | svoad taebs nm YTUpAL | oy 
bet supe W vepnodo' 191 yroodlt mer vol ts . 


i > _ 7 


l tory do yHpiseggs boA .olidw’ ine wen 2, 
boat ban bib 2674 tes odtttorly | 
tloW wend | bon dis stoclizaW s 


tor? brs avitasjdo”s i ros 
© t6 Sm oft pnivieve tq tet 45 ie 


ial edt ot luge inogin bnb elgmie baw T. 
saa peel ited -? 
es it ae wine OE er a ‘ 


Moreover, teachers viewed the SURT program as meaningful in terms 
of their intention (in-order-to motive) to gain knowledge not normally accessible 
to classrooms. By having students do community projects of their own volition 
the class was able to share in knowledge which normally does not have the status 
of more formalized knowledge, prescribed in a school program. Piloting of the 
SURT program, therefore, provided an opportunity fer teachers to bargain with 
those who were sanctioned with the right to decide what knowledge should be 
taught. Thus, to Frank and Walt, the significance of the program was that it legit- 
imized access to knowledge not normally available to classroom activities. 


Interviewer: Why did you wait for the SURT program to come along in 
order to do these things you wanted to do for kids? 


Frank: | suspect it is because the SURT program gave us a legitimate 
chance to ask for it, to do this. You see we had fo write a 
proposal to the Board in order to even do this program, and 
| think that we have been so ingrained, the students themselves 
when we were kids in school, and going through the whole ed- 
ucational process, and as teachers we have been so ingrained 
to do the traditional thing that it takes someone who really 
wants to be creative and different to try something different. 
And | know that in the past whenever | have tried to do things 
a little different just within the course, this has been one of 
the worst schools for innovation. Because you get very little 
encouragement and thanks. We must suffer for it in order to 
be innovative here. There is a penalty for being innovative, 
and to actually incorporate an entire program based upon some- 
thing vastly different, | just never thought it was worth it. 
And, besides, it takes a hell of a lot of work, and! think that 
only those teachers who really want to spend a lot of their 
personal time at their profession, which is what is going to be 
required - it is only those people who will launch out and be 


martyrs or successes, etc. 


(Appendix D) 
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Consequently, to Frank, the worth or meaning of the SURT program appeared to 
be predicated on experiential knowledge rather than on the abstracted notions of 
goals, objectives and teaching strategies contained in a school program. 

In conclusion, the use of documentary interpretation and, to some 
degree, disturbance creatings, made possible an emic understanding of class 
activities. Negotiation appeared as the underlying social process of classroom 
life. Interpretations revealed that negotiation existed either for purposes of 
control or for one's exchange of knowledge. 

The intent of this chapter was to conduct a modest exploration of the 
nature of the experiences of those involved in an emic-evaluative inquiry. The 
accounts provided in the appendices give a rich and full description of life in 
two classrooms. As such, they form the bases of my interpretations and a 


context in which other interpretations could be given significance. 
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Chapter VI 
SUMMARY AND RECOMMENDATIONS 


In the final chapter, | conclude with two areas of thought. First, | 
summarize the major developments of the research in terms of experiential know- 
ledge. This requires a ‘turning back' to my experiences as a graduate student. 
Second, | outline recommendations concerning the field of educational evaluation 
and its relationship to development and implementation of school programs. In 
this instance, | clarify my positionon evaluation by indicating the stock of know- 
ledge ‘at hand' and the ‘interests’ that | will continue to acquire. 

In both sections of the chapter, knowledge is viewed as forms of thought 
constructed during the practical activities rather than thought expressed in terms of 
propositional statements. Knowing, then, becomes internal to one's existence and 
is viewed in terms of the experiences of individuals. Further, it presupposes that 


classroom actions are grounded in the social knowledge of how people interpret 


their activities. 


Summation 


My approach to educational evaluation presupposed that an individual's 
experiences of classroom activities rather than his learnings arising from the implem- 
entation of an innovative program are valuable information on which to evaluate 
programs. In this approach, the term ‘experience’ does not refer to those abstracted 
and external qualities learned by individuals (usually students) through ability and 


endurance, and measured by practices rooted in a positivistic orientation of research. 
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Instead, experience is viewed as those social meanings (intentions and interests) 
that constitute the activities of everyday life. The focus on experiential rather 
than propositional knowledge presupposes the classroom as a meeting place of view- 
points, in which students and teacher construct a social order that provides a set 

of meaning structures of daily activities. Typically, routineness of such daily 
activities leads to an uncritical and unreflective attitude toward what they do. 
Moreover, a taken-for-granted standard exists by which individuals make judgments 
concerning the quality of their daily life. It is the attitude of daily life that was 
treated as problematic in order to expose an ‘insider's view' as evaluative 
information. 

It is contended that emic-evaluative inquiry did not result from the 
application of formal knowledge to resolve a problem. Instead, the inquiry was 
constituted by a series of experiences based upon my 'stock of knowledge’ at hand 
and the continuing reflections on my experiences as a graduate student. It should be 
noted that the sequence of experiences does not necessarily correspond with the 
written sequence of my thesis. As a graduate student my biography consisted of 
social studies teaching and an introduction to the conventional empirical practices 
of research. Although my interest was the evaluation of school programs based on 
classroom activities, my expectancy was to follow the conventional mode of edu- 
cational research. At first, | had hoped that a focus on broader aspects of research 
would provide a foundation for an approach to classroom evaluation. | read reviews 
of empirical studies and suggestions for improvement in research in education. Many 


of their conclusions are outlined in the first section of Chapter III. 
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After considerable reflection upon writings in the history and philosophy 
of social science, | realized that much of the effort in educational research was 
deflected from a philosophical examination of the nature of inquiry to a concern 
for improving research procedures, either by refinement in technique, or by shifting 
the focus of empirical classroom research from that of outcomes to class activities. 
It was the latter emphasis that occupied much of my earlier thinking. This thought 
was supported by recent writings on the use of anthropological field methods in 
educational evaluation. Yet, my readings in anthropology indicated that such writ- 
ing represented a limited view of field practices. At the same time my reading of 
Apple's (1974) thought on the conservative nature of evaluation led me to query 
the usefulness of conventional evaluative practices. The examination, outlined in 
Chapter II, is critical in the sense that an attempt was made to expose the nature 
of contemporary evaluation rather than to outline the advantages and disadvantages 
of evaluative practices. The investigation revealed an emphasis on a positivistic 
view of research practice, by adopting in varying degrees the definitions, models, 
and methods which characterize concerns of the experimental mode of research. It 
is contended that these concerns lead to a procedural interest in certainty and control, 
a thought structure indicative of process-product reasoning and judgments based on 
efficiency as the primary social value. In other words, emphasis on improvement 
leads to focusing on ways in which school programs can be made more effective in 
achieving end states. 

Finally, the viewpoints by Shaver and Larkins (1973) and Van Manen 
(1975) on what constitutes a broad view of research in social studies encouraged me 


to realize that the foundation of my evaluative approach would require a meta-level 
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study of basic methodological and epistemological issues of research. 

Consequently, my concern for a philosophical approach to evaluation 
became objectified in terms of emic and etic approaches for viewing human activ- 
ity and educational research. Yet, these objectifications for establishing emic- 
evaluation approach became (and continue to become) subject to investigation. 

For instance, my understanding of the anthropological distinction of emic/etic 
approaches initially established ways of framing views of human activity. However, 
later reflection clarified the point that emic and etic approaches as practiced, al- 
though helpful in acknowledging different points of view, were still based primarily 
upon observational understanding. Only by establishing the notion of emic in terms 
of the idealizations of social phenomenology did knowing and evaluation become 
conceived in ways different from those practices of conventional evaluation. 

The clarification of the emic viewpoint in terms of phenomenological 
constructs enabled me to make the notion of improvement problematic. | began to 
question evaluators’ concerns for improving a classroom as a place to facilitate more 
effective learning. By improving classroom activities in terms of making learning 
more efficient, educators then are better able to control the dissemination of 'valued 
knowledge! to students. In contrast, a phenomenologically defined emic viewpoint 
conceives improvement in terms of the meaningfulness that people ascribe to the 
program's activities. In this case, the concern is to improve classroom activities 
so that individuals are more able to construct their own social meaning in terms of 
the quality of daily classroom life. Such clarifications are made possible by the 
matrix of research (see Figure 1). Although each clarification gives new signific- 


ance to the matrix, it continues to remain a helpful heuristic device for examining 
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issues of research that are taken-for-granted. 

In the first part of Chapter IV | turned to those idealizations of social 
phenomenology in order to provide a frame of reference for studying individuals’ 
experiences in daily life. The world of everyday life was regarded as the paramount 
reality for giving meaning to classroom activities. At the level of individual action, 
the social world is available for interpretation and change according to an individ- 
ual’s varying motives and projects. This process of interaction between self and 
the social world presupposes a dialectic relationship in which opportunities for the 
creation of experiential knowledge exist. At the level of research, it also presup- 
poses a dialectic relationship between theory and method. Methods that describe 
human activities ‘from the inside' must treat as problematic the process of knowing 
between self and the social world and the relationship between me as a researcher 
and my 'consociates' (individuals with whom | share my interactions). 

The second part of Chapter IV outlined various methods that purport to 
describe human activity 'from the inside'. Upon reflection, | realized that the ap- 
proaches of anthropological field methods provide daily descriptions of peoples’ 
activities but they did not examine the nature of human experiences. Although the 
interpretive approach of ethnomethodologists attempts to expose the underlying 
process people construct, it was felt that the sole reliance upon language passages 
was insufficient to obtain a social meaning of classroom activities. As a result, an 
account of my thought and observations arising from interactions with students and 


teachers was used to supplement the interpretive understanding so as to provide a 


contextual meaning for classroom activities. 
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The intent of Chapter V was to provide an example of the empirical con- 
siderations of emic-evaluative inquiry. The concern for understanding was expressed 
in terms of the social reality of the classroom rather than in terms of nomothetic 
statements. Moreover, understanding of class activities required that | be a parti- 
cipant in a social situation rather than one who views the classroom as a detached 
observer. Hence, the concern was not one of objectivity of factual understanding, 
but an appeal for authenticity of interpretive descriptions of classroom activities. 

The foregoing stance allowed the investigator to raise basic questions 
regarding the kinds of improvements considered worthwhile in schools, if they are 
to be places of education. On reflection upon the interpretations of student and 
teacher accounts, | became aware that the meaningfulness of the activities in the 
two situations was expressed in terms of the intentionality of individuals rather 
than in terms of the goals, objectives and teaching strategies of the piloting program. 

Teacher intentions became of paramount importance in viewing the signif- 

icance of the program. In one piloting situation studied, the program was found 
to legitimize the teachers’ 'in order to' motive. For.some time the teachers’ 
'interest' and ‘project’ was to have students study their local community. By pilot- 
ing a program belonging to a national curriculum project, the teachers were able 
to gain approval from school authorities to study the local community - an activity 
the teachers had wanted the class to do for some time. During piloting, however, 


the purpose of the activities of the community study did not appear similar to the 


intents of the program. 


144 


~09. toaiviqma elt to slamoxe nD sv ve x i 
552897 2OW pribrotnsbnu 103 meanod ef? Toon 3 


sitadttomon I amis ti norm ites nioomeols allt te ‘iid tite’ 


| torlt, bsiupey 26(tKitoo zen! 9 to! pnibribtatstiow: ievoore ne me 


= 09 8 a0 


Satootsh 0 eo moowelo edt ewaly orlw te ih wositen ngitouthe oe 


Ba 


izrebnu lnytonT to nt asjaclo S/o ton zw nredties ot veoneH | 


7 - 
relaliy) Vv 
tea _ 


bt 
sattiviion mooreedls Fo enaliqiigzsb svitexaiatat 19 ytisiinedtiia 107 loegge nig 
4 


sAotizeUp sleod-s218) Of JOloR I eeyN) ent bawollp aorwotz gniagotet eit len . 


e10 vedt 1 .zlood>: at slidwiltiow beyebizaos zinsmavo wnt % ant set’ 


brio trabule to sdoltotexietat ont noqu mole, 10 nditestibs! Yo! & 


ant ni ealttvitoo’ sm ta rzenlusninosm: aiden S1awD omoaad 1 ettwo296 sh 
im " 


scion aloubivibni 7 xtilbnatteatn arlt: ss amrat ai inennsisajal tow noite a 

he 

,momgom pnitolig efit to relgstoite yrigaer ie pevitosite Alaeg with Yo et 
tingiz2 ont pniwsly nt sant ct uate émeed encitaetrt wwisoe 

brio} zow Moigowm sont battute nattedbie eritelig ait. Aa a 

‘aja?ispeai aff amit Srnae io ange Aabic 8 'merloos’ 

~tolig’ ¥8’. sdinuinmos Topo! sisal couhe tie ave ot aw «sot 

aldo aiow evontanat 5ft+ Tosjo% nulaaihs lorelten > ot 
ish ad : eae bsahedt but a atti toe 


savewort \pititolig: pnd Joitlt amor ~oob of. vols ol 


145 

On the other hand, the 'in order to' motive can be expressed as a 'because 
of' motive. Since experiences with topics previously studied by the class were not 
considered rewarding, teachers stressed throughout the piloting the need for class 
activities to be meaningful to students. As a result, the teachers let students make 
all their own decisions regarding what to study and how to present their work, in the 
belief that these daily activities would be meaningful to students. 

In the second situation, the 'because of' motive (personal commitment to 
a friend) appeared to be the major intention for implementation. Furthermore, this 
'because of' motive can be viewed as an 'in order to' motive (maintenance of a 
personal friendship). Thus, the two evaluative studies of an innovative program 
indicated that the intentionality of teachers, which involved the interplay of two 
kinds of motives, provided the basis for teacher interpretation of the program and 
how it would be implemented. If the meaningfulness of programs is based on the 
intentions of teachers, then the worth of the present curriculum never proced- 


ures for emphasizing curricular knowledge and teaching strategies becomes 


problematic. 
Recommendations 


The following recommendations based upon emic-evaluative inquiry, are 
expressed in terms of three areas of significance: the nature of educational evalu- 
ation, related evaluative practice in program development and implementation, and 


consideration of a broader view of educational research. 
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Nature of Educational Evaluation 


Although advocates of humanistic education have continually criticized 
educational institutions for fostering a feeling of human alienation, there has been 
little concern voiced regarding the controlling and manipulative nature of conven- 
tional research practices, and, in particular, those of evaluative research. 

It is recommended that great effort be directed toward investigating the 
nature of evaluation. This focus requires a re-examination of what constitutes 
‘knowing’ as evaluative information, what concerns are essential in fostering a 


state of improvement in education, and what standards might be considered desir- 
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able when evaluating school programs. Further, it is recommended that the decision- 


making aspects of educational evaluation be studied in terms of practical knowledge 
(interests, motives, and projects of everyday life). The evaluator, therefore, is 
not one who produces information for decision-making by the developer but, rather, 
one who jointly engages with the developer in an ongoing process of valuing. 

In addition, it is recommended that the focus on 'process oriented’ evalu- 
ation be established on a broader methodological base for understanding classroom 
activities. The view posits that knowing be conceptualized not only in terms of 
sensory observation, but also in terms of the intentionality of actors. This position 
presupposes the existence of meaning structures that are socially constructed and 
maintained by the daily activities of students and teachers. Although the much- 


heralded use of anthropological field methods in educational evaluation provides 


an approach for observing and describing the daily activities of people, the approach 


does not describe and interpret the nature of these activities in reference to the 
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intentionality of actors. In order to expose the ‘insiders’ meaning of these activities, 


the world of daily life must become the topic of study in order to gain an understand- 


ing of class activities. In this case procedures of ethnomethodologists are helpful 
to evaluators in gaining an emic understanding of class activities according to the 


quality of classroom life. 
Related Evaluative Practice in Program Development and Implementation 


Efforts of curriculum developers and evaluators have conventionally used 
goals and objectives as a focus for development and practice. It is recommended 
fRen eredt er acknowledgment during development phases be given to the intention- 
ality of students and teachers. First, this requires that developers presuppose the 
student-teacher interactions as being a meeting of different realities. Thus, educ- 
ators should make greater attempts to develop activities in a program which provide 
opportunities for each student and teacher to create his own meaning from objective 
curricular knowledge. The concern, therefore, is for experiential knowing derived 
during activities rather than for outcomes that are learned as detached, objective 
knowledge. 

Second, this suggests that a more meaningful approach to viewing imple- 
mentation is in terms of teachers' practical knowledge. Programs, therefore, 
should not impose objective knowledge, but rather enable students and teachers to 
jointly construct their own meaning. 

Third, it is recommended that efforts in formative evaluation be shifted 
from the formally stated aspects of a program to the occurrences of classroom activ- 
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ities. Focus upon objectives and teaching strategies are concerns of ‘outsiders 
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who strive to make the program more effective in reaching desired ends. Concern 
for experiential knowledge of classroom activities is a search for the meaning 
attributed to the program by those who participate in the daily activities of a 


classroom. 
A Broader View of Educational Research 


| view the study of emic-evaluative inquiry as being a product of my 
thinking. Dialectically, | have also become a product of my work. Such a 
dialectic relationship between self and the social world acknowledges experiential 
knowledge as a foundation for educational research. It is suggested that there is 
a need for educators to conceptualize knowing in terms of the notion of the dia- 
lectic and to adopt research practices emphasizing methods that describe and 
interpret human experience. 

Furthermore, it is recommended that graduate student research seminars 
make greater attempts to facilitate a dialogue of philosophical issues of inquiry in 
order to focus on ways of conducting research which transcend the adherence to 
procedural aspects of a particular inquiry paradigm. It has been my experience 
that internalizing another approach to educational evaluation has fostered a 


reflective and questioning attitude toward the assumptions and procedures of all 


modes of inquiry. 
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CONCERNS OF SELECTION AND ANONYMITY 


IN EMIC-EVALUATIVE INQUIRY 
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Concerns of Emic-Evaluative Inquiry 


Selection 

In September 1974, a development team of teachers under the sponsor- 
ship of Project Canada West held a mini-conference to disseminate an instructional 
program, Study of Urban Rural Transition (SURT). Twenty teachers from high 
schools across Canada attended the conference. 

Later, | approached two teachers who had attended the autumn conference 
regarding possible field research in their classrooms. The selection of two classrooms 
was not systematic in terms of representativeness but, instead, represented my own 
practical interests. One situation (Alanby) was selected in terms of proximity to my 
residence. This selection facilitated a continuous study of a classroom for a three- 
month period of time. The second situation (Cleardale) was selected because of the 
convenient piloting time selected by the teacher. In addition, | knew personally 


the teacher involved in the piloting of SURT in the Cleardale school. 


Anonymity |. 

When accounts of individuals! life experiences become the focus of study, 
serious ethical and legal implications can result unless care is taken to protect the 
identity of those individuals involved in the research. In conventional empirical 
research, an anonymous account is generally guaranteed by means of quantification 
procedures which separate individuals’ identities from their responses. However, in 


field-oriented research, names of individuals and places must be deleted or fiction- 


alized in order to ensure anonymity. In my study, | took two precautions. 
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I fictionalized the names of teachers, schools and communities. In addition, | 
asked the piloting teachers to examine my logs of classroom activities for any des- 
cription or interpretation they thought might raise ethical issues, either for them- 


selves or other individuals. 
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DESCRIPTION OF COMMUNITIES AND SCHOOLS 


INVOLVED IN THE FIELD RESEARCH 
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Community and School Descriptions 


Alanby 

Located in an agricultural region, the community of Alanby has a 
population of 23,000 people. Historically, the community had a religious mission, 
and served as a distribution center for a growing agricultural economy. Today, 
though predominantly of residential composition, it is a suburban community for a 
large urban center. In the last two decades the community has witnessed a rapid 
increase in the number of homes. Residents represent a wide range of European 
ethnic backgrounds. 

Like most communities in the province, Alanby has two school systems, 
historically based on religious grounds. The research situation was located ina 
new modern secondary school, consisting of over 800 grades 10-12 students, and a 
teaching staff of forty. During its short existence, the school has established a 
high standard of academics, and has participated actively in inter-school athletic 
functions. 

The school curriculum is organized according to seven major areas of 
instruction: Social Studies, Science, Mathematics, English, Fine Arts, French, and 
Industrial and Vocational Education. These areas of study follow the provincially 
prescribed course of studies. Courses are taught during one of two five-month 
semesters offered in the school year. Social Studies 11 students involved with the 
SURT program spent one month prior to the piloting studying population and produc- 


tion, topics prescribed by the provincial course of studies. 
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Cleardale 

As an agricultural and distribution center, the community of Cleardale 
has a population of 8,000 proper, and another 6,000 people in immediate surround- 
ing areas. Over the last two decades little change has occurred in the composition 
of the community. Consolidation of retail services and an increase in residential 
housing units represent the major development activities in the community during 
the last decade. Informants describe community governments and agencies as 
conservative in their actions toward improving and extending recreational and 
schooling facilities. One outstanding community characteristic is a strong religious 
Seiiiliments The community has the greatest number of churches per capita in 
Canada. In particular, the Mennonite church has a large but ethnically diverse 
following. 

As with the community of Cleardale, the Cleardale Senior Secondary 
School has witnessed little overall growth since construction of the circ building 
in the fifties. Although grades 9 and 10 students occupied the building during the 
study, the school has traditionally been a senior high school of approximately 
1,000 students and 55 staff members. In 1975 enrolment slightly exceeded 1,000 
students, 800 of which were registered in grades 11 and 12. Both teachers and 
administrators proudly indicated student scholastic and athletic accomplishments in 


inter-school activities and in post-secondary institutions. 


The school curriculum was organized according to six major areas of 


instruction: 


We Humanities (including English, Social Studies and 


Languages). 
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2. Sciences (including Mathematics and Science). 

Oe Industrial Education. 

4. Commerce. 

5. Physical Education. 

6. Visual and Performing Arts. 
These areas of study offered some 120 courses for students. Most of the school's 
social studies courses followed the prescribed Department of Education outline. 
However, in Social Studies 11, students elected one of four social science courses 
which emphasized either history, geography, economics or political science. The 
SURT program was piloted in the course emphasizing economics. Prior to the 
piloting, students had studied American Investment, the Great Depression, Labor 


Relations, Consumer Education, and the Stock Market, all in a Canadian context. 
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APPENDIX C 


LOG OF PARTICIPANT OBSERVER'S ACTIVITIES IN TWO 


CLASSROOMS OF ALANBY SECONDARY SCHOOL 
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Log of Social Studies Classrooms in Alanby Secondary School 


In field-oriented research, there have conventionally been two major 
areas of concern: length of study and accessibility. During a follow-up discus- 
sion of the mini-conference with SURT developers, | was told of two teachers in 
my immediate area who were planning to pilot the SURT program in the Spring. 

This provided me an opportunity to conduct research of the piloting situation for a 
lengthy period of time. In addition, my entry into the situation was easily accomp- 
lished, because the piloting teacher, who was also engaged in similar studies at 

the university, knew of my proposed research. 

Two informal meetings were held in February between the two teachers 
(Frank and Walt) and myself to plan the piloting of the program. Although Walt 
had not attended the mini-conference, he was interested in having his class part- 
icipate. Arrangements were then made for two Social Studies 11 classes to begin 
the SURT program in early March. Piloting the program occupied a good portion of 
the school semester - some three months. 

During our two planning meetings, | clarified the purpose of my research, 
and outlined my possible field work activities. ! avoided commenting on how the 
piloting of the SURT program should be implemented. Although, in our discussions, 
little time was devoted to actual planning, Frank and Walt were both enthusiastic 
about the implementation of the program and did not appear hesitant about research 


activities being conducted in their classrooms. 
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MARCH 10, MONDAY. 

The piloting of the SURT program in Alanby Secondary School began with 
two social studies classes (forty students), two teachers, a student-teacher and myself 
assembled in one classroom. Although crowded, the classroom provided a pleasant 
environment, with tables providing a flexible seating arrangement. The second 
classroom was conveniently located nearby. 

Frank began with a series of class announcements, brief comments of a 
previous visitor's talk, and a humorous story. Students appeared to enjoy Frank's 
colorful and well-articulated style of presentation. Walt's teaching, although less 
colorful, was also articulate and seemed to be well-received by students. Following 
introductory comments, | was introduced. Frank indicated only that | would be parti- 
cipating in class activities for the next few months, and at various times would like 
to talk with students. No student concerns were voiced. 

Midway through the period, Frank introduced the SURT study. No formal 
reference was made to the work of the Project Canada West team. Instead, the 
question, "What comes to mind when you: hear the term 'Westlock'?" was posed to 
students. (Westlock, a small town some fifty miles from the school, was the major 
location for the development of SURT materials. In addition, it was a farming com- 
munity which some of the students had visited. Most student responses tended to 
reflect a dislike of rural living. Comments such as 'Farmers are stupid', ‘They only 
know the earth', and 'Nothing to do but go to the bar and hockey games', appeared 
directed toward rural living in general, rather than a specific reference to Westlock. 
Only Joe (who later became a hel pful informant) questioned the condemnation of 


Westlock. Instead, his experiences indicated that people were pleasant and 
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knowledgeable. Frank then recollected his experiences of living in Westlock. 
Equipment failure forced Frank to talk about, rather than show a movie of, living 
in the Westlock area. He described people as generally happy and cooperative. 

Next, Frank explained the notion of 'transition' as being movement between 
communities, and asked what aspect of their community students would like to study. 
Frank indicated that to do such a study required school board approval and, although 
approval had been granted, some board members expressed concern for the nuisance 
such a study might cause. A student asked for clarification of what was meant by 
‘nuisance’. Frank concluded by suggesting that students would be expected to co- 
operate by working with others, and be responsible for their actions. He requested 


that students think about what might be done to ‘understand people out there’. 


MARCH 14, FRIDAY. 

Today classes separately examined what they were going to do. | spent 
most of my time in Frank's classroom. He began by asking if students understood what 
he was trying to get across during the last period. Responses ranged from ‘different 
life styles' to 'looking at our own environment’. 

The lesson shifted to asking students what they wanted to do. The students 
appeared confused. They, in turn, asked questions regarding the format of their 
work, how large the groups could be, and how their projects would be marked. 
Finally, Frank suggested students meet in groups to discuss possible issues within their 


community that they would like to investigate. To assist students, Frank indicated 


he would circulate among the groups. 
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| talked with two groups. Joe's group was making definite plans to comp- 
are community school systems. A group of three girls was unsure of what they wanted 
to do. | encouraged them to follow up on their general interest in recreation by 
focussing on a recreational study of the river valley in which the community was situ- 
ated. Immediately, they showed interest by getting large-scale maps of the area. 

| was pleased with the small group arrangement Frank had planned. It 
provided an easy entry for me, and facilitated talking to students. Much of the con- 
cern of anthropologists for gaining entry to a cultural group appeared to be dispelled 
when working with school students. (My later experiences in both situations tended 
to ote that entry was not a major problem in doing field research in classrooms. ) 
| also began to examine how the direction of the Alanby implementation reflected 


the intents of the SURT program. At this stage, there appeared to be little similarity. 


MARCH 19, WEDNESDAY. 


After a four-day absence, | arrived for the morning class (always scheduled 
daily between 10:30 a.m. and noon) to discover that students were already working 
on their projects. Frank reported that he hoped most students were in the community 
collecting information. Only three groups remained in class to discuss and log their 
plans for the next day. 

| talked briefly to a group of girls (Bev, Cassie, and Shelley) studying 
local recreation. Although they had collected some city maps, they appeared to be 


uncertain of their direction and not as enthusiastic as when I had previously met with 


them. 
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Frank then brought me up-to-date on the classes | had missed. (It was 
arranged during our planning discussions that | would not attend all the classes be- 
cause of group work in the community and my university commitments.) He indic- 
ated that the students resisted any attempts by teachers to coordinate the work of 
the groups, or to make suggestions for improvement of group activities. Students 
argued that they were given the choice of deciding what to study and, as a result, 
were not interested in cooperating with other groups doing similar studies of their 
community. Thus, there was some duplication in historical and economic studies of 
the community. 

Although expressing a concern for structure, Frank felt he would 'play it 
cool' for now, in the hopes that a more organized approach would emerge. He and 
Walt had, however, required each group to keep a daily log of their plans and ac- 
complishments. (Although some students faithfully recorded their activities at the 
beginning of the piloting, in the end the logs were never collected. The teachers 


had indicated that the purpose of the logs was to assist them in their evaluation of 


the SURT program. ) 


MARCH 24, MONDAY. 


Frank phoned to tell me they were planning to have people come to the 


school to answer student questions rather than deluge certain community people with 


student requests for information. He suggested that | might like to hear the Com- 


munity Recreation Director. When asked how the piloting was progressing, Frank 


responded, "I'm having reservations. " and indicated a need for a planning meeting. 
f 
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MARCH 27, THURSDAY. 

| attended and enjoyed the talk by the Recreation Director. At first, 
concern was voiced regarding the video-taping of the talk which included controver- 
sial information about plans for a recreation centre in the community. However, 
Frank assured the speaker that the taping was only a means of recording information 
for student use. After the presentation students asked factual questions concerning 
community facilities. The proposed facilities of the planned recreation centre raised 
considerable interest among students. 

After class, Frank, Walt and | held a short meeting to discuss last week's 
reservations regarding the quality of student work, and the need for cooperation in 
planning projects in order to produce an organized end product. When questioned 
about the resemblance of their program to the SURT program, both Frank and Walt 
felt that by using the simulation (SURT program composed of a case study and a sim- 
ulation), and by capitalizing on the experiences resulting from the proposed student 
exchange with Westlock, things would pull together towards the end of the piloting. 


Following the Easter break, Frank and Walt agreed to have a tape recorded inter- 


view with me. 


APRIL 10, THURSDAY. 


| enjoyed listening to a talk by a long-time resident of the community, 
who spoke on the history of the schools. Students generally remained quiet while 
the speaker provided a chronological account of the local school system. Only 
when a student asked the speaker his view of the present school policy regarding 


student smoking did the students ask a number of questions. The speaker responded by 
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moralizing about the hazards of smoking. 


APRIL 16, WEDNESDAY. 

Now that university responsibilities had concluded, my major intention in 
visiting the classes was to participate with and talk to students. Generally, all 
student groups had identified a topic to study. First, | helped Karen (later a key in- 
formant) with an audio-taping problem. She discussed at length the topics she had 
considered. Karen claimed she wanted to do something different than the commonly 
done historical and geographical reports on communities. She finally settled on a 
molnemedia presentation of the differences between urban and rural life styles. 

| talked with a group working on the history of the local school system. 
They were trying to locate schools on a scale map from a picture of early settlement. 
| made no comment, but the activity appeared to be a waste of time. | talked toa 
student from Walt's class who was studying recreation. His greatest concern was that 


his partner had not shown up for two weeks. During the social studies period only 


about half of the students appeared in class. 


APRIL 17, THURSDAY. 


| travelled to the school for an afternoon interview. Unfortunately, Frank 


was absent, and had forgotten to call me. 


APRIL 18, FRIDAY. 


| had a one-hour interview with Karen and Rod. Both were willing to 


provide an account of their school activities. Rod, in particular, was vocal on student 
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grading matters. He claimed he worked only for marks in school. 


APRIL 23, WEDNESDAY. 

Today | had an interview with Joe. Although | followed the open-ended 
format of elite interviewing (had student first describe his activities and then built on 
his description by generating questions from what he had previously said) from my 
point of view the interview did not go well. Many times | had to repeat my questions 
and, at times, Joe referred to questions as 'dumb'. (On reflection, | later realized 
it was a good interview in that it led to the examination of many taken-for-granted 


issues. ) 


APRIL 24, THURSDAY. 

| again talked to project groups. One group wanted assistance in explain- 
ing how the school system was studied in the SURT booklet. They appeared to be the 
only students who used the booklet on the case study. | talked with a group of girls 
who were previously doing local school history and were now focussing on local 


transportation. At noon hour | had my first taped interview with Frank and Walt. 


MAY 6, TUESDAY. 


Students were again working independently on their projects. Only the 
group of girls working on history of local transportation was visibly busy. Other 
students appeared to be walking back and forth between the classroom and the library. 


The girls studying recreation appeared disoriented because of a clash over 'who-would- 


do-what'. 


a : ‘eo he 
se ; cp 


loorlse ni thar 107 4 


i 
“ha 
we 


oo if bony 
bebrie-rsqo. srt bawallol ! fevanitlA. -90b ditiw Saran a, 
no thiud:wedt bao asitivitos zit adinmeab a aanesinlilnae ice neh 
Ym iar. (Bing elnohns bor. sel tort mort anditeaup poitenarag yd 
si4enup yin tnsqe7 ot bod Ll cemit yn -tlew aiid wiv a 9iv 
bosilos) ito! | ynolfasliain®) ."dmub* sigan of benster vob 


batnnip-191-csset yom - notwnimnens edt: oi bel Yi, fort at woiv rote y 


we 


niolgxe ai esantzizes betaaw quoyg, si. quae Apejox of b a 
ait od ot bes yout», talked rs nae 
ein to Boge p ritiw bealot 1. .xbute neagraeeient x 


loool! no prizeugo! wor Siew 


rahi sNeud ht elv cow BOR 
Kiordil ert bao Mdoiznls = a feowiad ite) be olaad gt . 
i oa 

‘aati teve. Sos eosin ttt ib heimeggn robtyeise” gr pains ont 


-s : ry wh aS 
« i 7 De ° 


174 


MAY 8, THURSDAY. 

Today Frank transported a group of students to the local museum. Walt 
was making arrangements for a group of girls to speak with a realtor. Although | had 
made arrangements to interview the girls studying recreation (my arrangements were 
always made in advance so as to prepare students for the interview), they now said that 
they had no time. | then worked with a group of students from Walt's class who were 
tallying results of a questionnaire they had sent to various schools on teaching and 
learning conditions. 

Later, | observed the girls who were studying recreation working on their 
layout for a park. Within fifteen minutes they drew a complete map depicting park 
facilities. Decisions for design of the park were hurried, and were based upon per- 
sonal likes and dislikes. Toward the end of the period Rod came in and began asking 
questions about the design. (Visiting among student groups occupied a good portion 
of the time while the class was working on projects). In a short time, Redinedicene 
vinced the girls that their plans were inadequate and that they should incorporate his 
idea, which seemed to me to be more imaginative and more practical for people who 


might enjoy the park. The girls concluded the discussion by tearing up the map of 


the park. 


Since a meeting was planned for after school, | decided to remain in the 
school for the afternoon, to work, observe, and talk with students and teachers. 
Normally, | only stayed in the school for the morning social studies class. 

During the meeting, Frank and Walt discussed plans for assessing student 
work. They were concerned with evaluation procedures, as the grade for the semester's 


social studies work was based on this project. Comments indicated that student grading 
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was a daily practice significant to both students and teachers. There appeared to be 
a rule that assessment was an issue privately worked out between student and teacher. 

If a ‘disturbance’ could be created to break this normal situation, then it 
would allow me to identify the ways in which daily class activities were routinely 
handled. When asked by Frank and Walt for my thoughts on student grading, | des- 
cribed my observations of class activities, and outlined my idea of a 'class disturbance’. 
Students would be required fo display their project work to people in the community 
(a fair in the local shopping center was discussed) who would then be asked to make 
some evaluative comments. Both teachers agreed that the idea was excellent, and 
immediately made plans for both classes to meet with the teachers on Monday. Frank 
and Walt were pleased, since the meeting would represent the first time that students 
had gathered as a class since the introduction of the community study. 

| was pleased, in that the conditions appeared suited to Garfinkel's criteria 
for creating disturbances. First, previous use of audio-video taping by students to 
record talks by visitors from the community, meant that the disturbance could also be 
taped under normal class conditions. As in previous cases, students would operate 
cameras. Second, the ‘disturbance’ was structured as a part of daily class activities, 
so that students would not view it asa game. Third, students and teachers would be 
forced to reconstruct the situation on its own terms. Fourth, it required each student, 
because of his concern for a grade, to assign whatever significance he deemed approp- 
tiate to the situation. The use of the disturbance technique was not prescribed in 
advance, but grew out of my involvement with the implementation of the program. 

It was agreed that Frank would introduce the need to have a school fair 


for presenting project work to the community. Both teachers wanted the opportunity 
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to have students discuss alternatives. However, each group of students would be 
required to submit a proposal outlining in what manner, and to whom, they would 


make their presentation, and the ways in which they would gather feedback. 


MAY 12, MONDAY. 

| met briefly with Frank and Walter before class. They both felt good 
about the idea. They continued to joke about the appearance of some students they 
had not seen since the introduction of the community study. Students, although in- 
quisitive about the purpose of the class, viewed the meeting as a normal class acti- 
vity. Even students preparing equipment for taping viewed the situation as normal. 

Frank began the class by telling humorous stories. Although students had 
heard some of the jokes before, they appreciated Frank's style of story-telling. 

Frank also outlined plans for the student exchange with Westlock school. Only six 
students indicated an interest in participating. 

Walt (not Frank as planned) introduced the idea of a fair in which the 
students' work would be displayed. He argued that since one of the objectives of 
the community study (an objective not made explicit during planning discussions) was 
to increase contact between the school and community and, since people in the com- 
munity had given up their time in providing information, students, in turn, had a 
responsibility to show their work to the community. In response to Rod's questions 
regarding format of the evaluation, Frank then discussed the need for each group to 
submit a proposal regarding what they planned to do. He outlined on the board two 
conditions of having fifteen people (ten students and five community members) evalua 


their work, and the proposed arrangements for the presentations in “png: 
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Students, generally, remained quiet, which encouraged Frank to dismiss 
the class for half-an-hour to discuss their reactions before reporting back. During the 
break some students discussed with teachers why they thought the idea was impractical. 
Some students remained, but did not discuss the issue with others. Other students left. 
| felt like a total stranger, not fully accepted by either students or teachers. The 
concern was obviously a student-teacher issue. 

Following the break, the teachers made more announcements. Frank re- 
iterated that the way in which students planned to make their presentation was open 
to discussion. He then turned the discussion over to the students. Cassie, one of the 
girls working on recreation, argued that having people judge their work would be 
unfair because it would force students to change their efforts to preparing a more 
visually acceptable project. Moreover, ‘outsiders’ would not appreciate how much 
work the students had done. Rod also expressed concern that students would work 
toward the fair, rather than present a good report. Others thought the!fdir'was"a good 
idea, but did not want other people grading their work. In particular, two girls who, 
according to the teachers, were normally 'major problems’ in doing class work, became 
the strongest student supporters of the community involvement, and answered Rod and 
Cassie that if their project work was good enough they had no worry as to who did the 
evaluation. 

Walt began to show impatience with Rod's and Cassie's remarks of unfairness 


by stating "The public may expect more than we do." Following Joe's question regard- 
ing the purpose of having the public evaluate their work, Frank's response was inter- 


on the class discussion next 
rupted (and saved) by the bell. It was agreed to carry 


period. 
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MAY 13, TUESDAY. 

Prior to class | talked briefly with the students. Karen, who missed yester- 
day's disturbance situation, related her experiences at a wedding. She and another 
girlfriend were not apprehensive about plans to have their work displayed to the com- 
munity. Frank began the class by clarifying some of the issues that arose from last 
day's discussion. In particular, he outlined how evaluation could be viewed as 
feedback for improvement purposes. Rod continued to complain about having the 
public evaluate his work. One of the 'troublesome' girls once again challenged 
Rod on his position. At one point his argument was lost in class applause and laughter. 
Cassie was notably absent. The class was now in general agreement with the idea of 
presentations. Before dismissing the class to work on projects, Frank reviewed the 
conditions of the proposal . 

Following the class meeting, | accompanied two girls to the City Hall to 
obtain maps, and information on zoning procedures. They conducted their requests 


and questions in a businesslike manner. 


MAY 16, FRIDAY. 


Today, many of the students were absent from the class. Only the group 
on transportation, and Rod and Karen, were present for the period. Cassie, the girl 
working on recreation, made a brief appearance fo announce she had finished her 


project. After talking with Rod concerning his position on grading, | began to wonder 


whether his argument was just a ruse. 
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MAY 20, TUESDAY. 

| spent the period listening to country and square dance music, by a re- 
ligious group who had spoken to and played for Frank's previous social studies 
class. Their informality and willingness to stay and play music seemed charismatic, 


for a good number of students lingered. | arranged interviews for my next visit. 


MAY 21, WEDNESDAY. 

| interviewed Joe for the second time, and also his friend, Cindy. Many 
of the questions | wanted to ask were based upon the dialogue of our first interview. 
Also interviewed two girls studying housing developments. (I now realized that 
interviewing two students at a time was helpful, as one would add to what the other 


was saying. The dialogue between them allowed me to gain a greater understanding 


of what was said. ) 


JUNE 9, MONDAY. 


| returned to the Alanby situation after a two-week study of the Cleardale 
school situation. | did not feel the intervention of a second situation affected my 
familiarity with teacher and student routines. Most group proposals, requested by 
Frank and Walt for presentation purposes, were now complete. Students appeared 
busy putting the finishing touches to their projects. | visited various classrooms to 
watch students completing models of plaster of Paris and styrofoam. When questioned 


regarding their presentations, it appeared that students were oblivious to the import- 


ance of scale and details of their work. 
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JUNE 11, WEDNESDAY. 

Again, | observed students frantically working to complete their projects. 
Although the deadline was Friday, only two of twelve groups had completed their 
reports. Finally, | had a brief interview with the girls working on recreation. 

Frank related an amusing story about a student who had previously been 
chronically truant. The student's group was rushing to complete their work. In his 
haste to collect some last-minute information, the student had illegally parked his 
car in the staff parking lot. His misdeed was discovered, and his punishment was a 
two-day suspension from school! Truly one of education's ironies: As a result of 
the suspension, the student was being secretly let in the back door by other members 


of the group to assist in completing the project. 


JUNE 16, MONDAY. 
My visit was in the evening, so as to observe the students’ presentations 
at their fair. Project materials were displayed in two classrooms. Some thirty parents 
and an equal number of students were present. The girls working on the recreation 
project were absent. They had made separate arrangements fo show their materials. 
Karen's slide presentation comparing rural and urban living was accompanied 
by the two hit songs, "Great to be Back Home Again", and "Pleasant Valley Sunday”. 
She had selected her slides with care. Rod's TV production was supported by a well- 
written script. Technical problems interfered with some of the video production. 
Both Rod's and Karen's productions were well-received by the audience. They appeared 


pleased with their products, despite the last-minute rush to complete their work. 
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Other student work was generally presented in picture form, through writ- 
ten reports, and by the use of models. Although | thought the models were crude 
and lacked detail, the students appeared pleased with their displays, and confidently 
answered all questions. Despite general feeling that they should have worked harder, 


there was an air of jubilation among the students. 


JUNE 17, TUESDAY. 

This was my last class visit. | talked informally with students and teachers 
about the presentations, and thanked them for assisting in my field research. Joe 
and Rod expressed some interest in what | was doing. Before the bell, | had a third 


short interview with Rod and Karen. 


JUNE 23, MONDAY. 
Although students were now out of school, | returned to have a second 


interview with Frank and Walt. They had graded about half of the projects and 


indicated their disappointment in the quality of the work. 


JUNE 25, WEDNESDAY. 


| returned to the school to pick up some examples of student work, say 
"thanks! to Frank and Walt for their cooperation, and to have a brief talk with the 
principal. 

| had experienced no personal contact with the administration during my 
field research. Although the principal admitted to me that he was only familiar 


with one of the student projects (Joe's presentation of the school system to the school 
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board), he spoke extensively on the need to have students involved in community- 
oriented projects. However, he questioned the use of a total semester for such work; 
expressed concern about the degree of student involvement (he commented that many 
students, although no discipline problem, spent considerable time in the halls); 
voiced concern that students were disseminating knowledge to the community rather 
than to other students (projects were not presented in class); and supported students 
helping in the community (i.e., Candy Stripers) but did not want them involved in 
controversial issues. 

Although the administration had approved the 'try out' of the SURT program, 
the principal felt that to approve a similar project in which students used the commun- 
ity as a resource, there would have to be some indication of greater student commit- 


ment, and a clearer statement of what objectives were sought. 
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INTERVIEWS WITH FRANK AND WALT, PILOTING TEACHERS 


OF ALANBY SECONDARY SCHOOL 


183 


nae’ at ae 
eee 


r, q 
gi - p 
uy 

6 Oe 


Interviewer: 


Frank: 


Walt: 


Interviewer: 


Frank: 


First Interview with Frank and Walt 


April 24, 1975. 


If you two could take a few minutes, describe what you think has 
been happening in the last month-and-a-half in your Social Studies 
classes involved with the SURT program. 


Well, | don't know what really, Walt, you feel, but | would say that 
this whele project from our point of view has been an up-and-down sort 
of cycle. Both from our point of view and the kinds of day-to-day 
things that have happened. Sometimes we come and think everything 
is going great. Then we start to re-evaluate what we are doing and 
we see loopholes or something's going wrong. Maybe we can't put 

our finger on it so we try and make some type of change, like bring 

a little bit more structure in, which we have done a couple of times. 


You're right, it was in cycles ... | think, though, one of the real 
difficulties that we have as teachers is knowing exactly what the 
students think or feel. It is a vast gap between what we see and 
what we think and what, actually, the student sees and thinks. 


Can you put your finger on the reasons for these ups and downs? 


| think | can on some of them. Actually, | think throughout this 
whole thing | have got the feeling that there has always been some- 
thing missing ... The one thing that keeps coming through is that 
we didn't do enough preparatory type of work at the beginning and 
| think both Walt and | even said before we started the project that 
we must sit down and develop a blueprint, a master plan sort of 
thing. We didn't even have that, | think. 


(pause) 


So | think we started the project without being ready to start. We had 
one fundamental goal and | think it was good and | still think it is. 
And that is, to make the project one that is flexible and relevant to 
the students’ point of view. | don't think we had enough theoretical 
basis, you might say, instructional planning, when we actually 
started it. And | think we just more or less said, Look, let's let the 
kids do their own thing." And I was really confident that we could do 
it. Yet, | don't think it was as successful as we thought it would be. 
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Frank: 


Walt: 


Frank: 


Interviewer: 
Walt: 


Interviewer: 


Walt: 
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We tried to make changes, you know, and when we saw that it 
wasn't going right, we felt that there was something missing. We 
tried to make changes but, you know, some of the things worked, 
but it was pretty hard. 


There are some kids in there that aren't able to look after themselves 
when there is no function or structure. Working on their own, work- 
ing on a group project and, you know, you can pick them out. Yet 

we are having trouble with them; | am having trouble with them. 

I'm trying to do more structuring, but it is a little late now. 


Like, as Frank said at the beginning, maybe if we would have given 
them more of a theoretical background and then, you know, given 
them a type of structure at the beginning. 


| keep comparing it to using a camera. If you have a visuals course 

in the industrialized department and you say to a kid who has never 
used a camera, "Here is a camera. Go out and shoot pictures and do 
your thing", the kid may not even know what the shutter lever button 
is or where it is, or how you put the film in, or how you take it out. 

| think that is what we have really done with this project. We didn't 
give them a basis, either in terms of what tools to use, or how to use 
tools, or even, you might say, the theoretical aspects of how you go 
about analyzing it. | think one of the things we could have done 
would have been to take a much closer look at the Project Canada West 
participants’ manual ... You know one thing we shouldn't have done - 
| should never have read your informative evaluation on that one 
project. Because, after reading your evaluation of it, | got turned 

off with the whole Westlock case studies. And I said to myself, "I 
think | can talk Walt into it." I said, "Let's not do what they did." 
Because | didn't really like what I saw ... | think | closed my mind 

to the whole thing out there and | more or less said, "Let's just do 
what we think we should do. Let's try and do it from more of the 


students’ point of view.” 


So far, | would say, the theme has not been one of transition ? 


That's right. It is more a local community study. 


Can you suggest why there has been a change in direction from studying 
transition to a study of the local community? 


Well, it really isn't a transition. The people here aren't part of a 
transition. | mean, it wasn't a rural community that is becoming urban- 


‘zed, or that the education is becoming centralized as it is in Westlock. 
U4 e 

Now the people are living close enough to a large city so you can't 

call them rural. They are urban and they are urban-thinking. Since 
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Alanby has grown in the last five years, | think the kids wanted to 
Find out what type of identity scene Alanby had. I think a lot of 
the projects are, what is Alanby, what do you think of Alanby? 
And what does Alanby have compared to other places? 


(pause) 


| think most of them are trying to do that and most of the ones | have 
talked to are trying to find out how Alanby is different. | don't 

think you can put any long explanation on what they are really doing, 
whether if is transitional or not. 


| think the notion of identity that Walt was talking about ties in with 
transition. After all, | think that is part of it. If there is still a 
separate identity to a place like Alanby, it is a suburban identity 

or is something of its combination of its history of its geographical 
location or the people that live here. Groups this week seem to be 
moving toward their goal of what should be done, or they spend a lot 
of time just asking people what is this and what is that and how it 
really is, but all ones this week, at least as | have sat in with you 
guys, it seems to me that they're getting to the point now that they 
are saying "Should this be done this way? Is it a good idea? How 

is it done elsewhere? What would the place be like if it's done?" 


In light of your earlier comments regarding more structure, why 
haven't you used designative, appraisive and prescriptive questions 
as suggested in the SURT study? 


That's an interesting question. You see, it is what | said about a 
month or so ago. There are various reactions that | have heard from 
the teachers in the field as compared to reactions from people at the 
university and, of course, compared to reactions from the students 
themselves. | know one thing is that, well, most teachers are not 
really interested or informed in using theoretical models. Why that 

is | don't know. And we just said we haven't incorporated that into 
this particular project. We didn't look at Morris's model, Walt and 

|, and say "Now, look here, what are we going to use in terms of the 
basis for this project, designative inquiry, appraisive inquiry, and 
prescriptive action?" We didn't use a formal model based on which 
program we wanted. We just said let's just informally do something 

as | think, in that sense, this has been a most interesting project for 
me. | very often have - every year | have kids working on individual- 
ized programs somewhere within a unit of, say, Socials 30 or 20. But 
never to work at a whole course as one big project which this has been. 
And | have seen lots of the errors we are making and where we can 
improve it next time. And when you ask why we didn't use a parti- 
cular inquiry model, | don't know. | think it is because we just sort 
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of longed to stay away from theory for a change. We are fed up 
with it entirely after a while. And especially of what | have just 
said. | read what the Westlock kids did and heard about some of 
the reaction of the Westlock kids and | know Walt mentioned it is 
not used in an ‘ivory tower' objective and that sort of thing. It 
all just sort of kept evolving into more of a ‘let's make it informal, 
and simple and meaningful to the kids." And, as a result, we just 
don't have much theory to back up the whole program. 


Do you think any of your intents or plans are following the prescrip- 
tions of the SURT program? 


Not to any great extent. | don't know why, other than that we just 
sort of evolved into the situation where we separately do our own 
thing. There was some kind of a block, | think, against doing 
exactly what the SURT program thought we should. There was some- 
thing that | rebelled against. 


How did you feel about the mini conference? 


| wasn't really impressed. There are a number of things that turned me 
off about the mini conference. When we went there the first day the 
first thing we did was supposedly go through what the Westlock students 
went through when they did the SURT program. That is, we, as pilot 
teachers, were put into groups and were asked ‘what do people have to 
know ?' And then move from one spot to another. That worked fine, 
that was meaningful even as a teacher who supposedly was piloting this 
thing. But then after that particular event was done, then we were 
given the SURT book and we were asked to, | think, act as if we were 
asked to look at all the things that these kids had considered and had 
studied when people moved from one place to another. We were asked 
to sort of look at the same issues, at the feed mill issue, and at the 
closing of the school up north, and so on. And I lived up in that area 
and | knew exactly what every one of those issues was all about, and | 
couldn't even really grasp what we were supposed to be doing, or what 
we were supposed to be getting from it. It was an exercise in futility. 
And then when | read your formative evaluation and the comments in 
terms of some of the negative reactions of the students, when we sat 
down and talked, it just sort of kept you off - we didn't want to do 
what they did. And what it really boils down to is that we are doing 

a community sort of study but not structured or formal in any way. 


Although in your opening statements you said that if you were to do 
it again you would structure it more - 


Yes, and that is where | would then bring in the SURT program. 


qu Heer avi vegan 6 tot Yiosielt mony 
Taj sven Peto. i xl lsioages, baa. SE ee 
4g athde Juedo bioed bree bib abby) doobtesW ori 
i 41 banethem AW. worl! { brn al AS bt aw orit oT ~ 
th. «gotdt do tie2 fodt bare aviteside awe covi' ap ni bane hen an 
sil eb +i ailpri zi tel” oo: aig’ otni gaivtove ‘igod to t02 Tayi lo 
au} sw Hues? oO ibn | schist edt 6+ lilgninpem bop slqmiz bap 
moray, slo ott qu dood of yroort dsum ever Ynob 


-gita2sig att pniweliol 519 re 16 Zindtn! Woy ie yno anidt voy oG 
$moigerd TAHUZ of to enott 


“ty “hd 


— 


szuj aw tort moti ratio GNdw woah tines | -tnotxe Ipaip-yao ot foi 
nwo we ob vietoieqee ew Sidrlw Fie! tisutie oft cini bevlove Io toe 
onlob teatago <aaint 1 aouldic %e bath emoe tow ered? .enidi 
~omioe 20w Stadt . blue: aw Adige miopory THUS silt tow yltooxe 
tenigan bettades 4 tort enirit 


“Poaneisines faim elt tyodp lost ya is mors 
om pemut ont soridt to tedinun.o 64 evel |} bareangnt vito i'nzow | 
oelt woly, tay)4 o:it Sieit taew ow renW .eoceiwids Trt elt tuedo te. 
strabuiz doolesW srt dodw dpueid! op ylbsengqua gow bib ew. pnidt telt 
Bias: ay OW 2! tant AMoWQoX TALC ant bib xerlt rraciw dquo ge ad 
at $vort Slaceq’ ‘phate! badeo stew bro path oi tuq sew i barloogs ae 
‘eae batiow. toll’ ~iprisas of togz snm nai Sys ne: at baA |S wondl 
Zit enitelig enw ylbszoqau: : otlw wsilomet oc Meve lutgninvem zw tort 
sig SWwinedt Boek 2ow ineve inivsiheg tort veto nodt tud »poidt 
s18w ow rep. foo anid) 1 jot besko stew oW bap dood TAU orlt nsvip. 
bor bad betobiengo: bpd 2hiN eeodt tort aptvidt ort Hote deol ot beolep 
beseo sowie, syeiliono oF ea0lq ons mow bevom eliosq new belbute 
‘ast ty: “bao: yatta imehyal ert to ,2ouret emnpd orlt to lool Yo toe of 
vaio tot ah qv bevil, i bn una te han Promgu loose adit galeols 


i brie AtWoe y Hin eow aauierl sz0il} Fa vo yieve todw yltaoxs wae Pbr 
tow 10. ypaiok ed of Gscogque sew ew torlw qeow yilost neve 


ae ni’sginibs Mi mov? onitteg od of bozogaue ord 4 

ert? bane noitoylovs ey¥iunma? Woy bos | nedwinedf bnA 

+132 ow nad ris able ort + dnohtoer aVitopen eff to amoz to enmet 

abi | 2) o vey ges Yo thee iauj ti beiliot bre AWweb 

tates oi0 ow tort ef otunwob fied yliser ti todw boA -bib yadt todw 
“vow yao ” si fron cnet ton tud ybute Yo hoe van | 


oes zinemetole poinsqe asi 
| = stom {i swisurte priest. 


Interviewer: 


Walt: 


Frank: 


Walt: 


Interviewer: 


Walt: 


Interviewer: 


Walt: 


Frank: 


Walt: 


Frank: 


Walt: 


188 


But in talking with students, that is one aspect they like about the 
project - the lack of structure. 


Well, if | was a student, | would like as little structure as possible 
too. 


| don't know if | would. | don't go along with that. | mean, just 
think about it after the novelty wears off of being able to take off 
for a day or two ~ it gets boring doesn't it? 

There is no doubt in my mind that there have been lots of kids who 
have done very little and have goofed off for a month and a half. 

There is no doubt about that. We know it. 

Does that bother you? Is that a low for you? 

Oh, yes. 

At first, did it bother you? 


It bothered us more before than it does now. 


We always worked in a very structured situation. And | kept saying 
to Walt, "Look, let them fool around. In the end we will see what 


‘happens. This could prove to be a worthwhile experience for us as 


teachers." But, | will tell you what bothered me also. Ina different 
sense than Walt, and that was that it wasn't the fact that the kids 
weren't doing constructive things. What bothered me was | kept say- 
ing "Are they not doing things because we didn't do the project right?" 
You know what | mean? | would have felt better about the way we 
had started the program if we would have based it more upon, | think, 
a better planning situation. If we would have given them some founda- 
tion for a week to begin with, | would have felt better.... 


The thing that bothered me the most was that it took a long time for the 
groups to get off the ground. | think a lot of them half got off the 


ground, and they are going. 


That is the one problem | think is our fault - having no structure and 


no direction. 


This one group really got me down because | saw kids sitting around 
doing nothing and so, you know, it really got to me- In fact, | had 
one kid in one group say to me, "I haven't seen Kevin for the last 
two weeks. | guess you will have to kick him out of this course. 


He said that to me! 
(pause) 
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There are a lot of things that really threw me for a while - until this 
week, when we decided where we would sit down with each group 
and find out what they have done, where they are going, when they 
are going to be finished. And know exactly what they have done to 
date. And now | feel a lot better. | don't know about you, Frank. 
| feel a lot better this week. Even sitting down with the kids, even 
if | don't write anything down, just talking to them and seeing where 
they are going, seeing their ideas, | have come up with good ideas 
on things and, as one group even said, we should take each group 
after they give us their proposal and suggest what each student in the 
group should do. 


But Walt, this is the thing. We were going to provide more structure, 
and some of the students rebelled against that because they said 
"The SURT project is our bag. " 


That is right... 


| think this is one of the benefits of the whole way we approached 
this. It is a very wasteful way in terms of time but | think one bene- 
fit is that in the interview | have had this week with students, the 
one thing that almost every one of the groups have said is that "Yes, 
you know we should have spent a little more time as a class, or as 

a group right at the beginning in terms of actually building a basis 
from which to work." Building, call it whatever you like, a model, 
a theory, some technique, some type of strategy. If we are going to 
do a community study we can do anything in terms of how one goes 
about doing a community study with the kids. We just said "Go out 
and do your thing." So, | think there have been some benefits. 

It has been very frustrating in some cases. That is the up and down 
thing | was talking about. 


(pause) 


Well, again | am not nearly as concerned now as | was at the begin- 
ning about so-called wastage of time and goofing off. The reason | | 
think | even felt so badly back then, as | said before, is that | wasn't 
convinced that | had done a good enough job of setting up the whole 
program... Under the conditions today of a regular classroom teacher, 
| think for that person to be a regular classroom teacher and a curricu- 
lum builder at the same time is asking a hell of a lot. Because that 
particular individual will have so many demands on him that his per- 
sonal life will suffer along with other things as well. And I know we 
weren't as prepared for this project as we should have been all the 
time. But one of the reasons is it just seemed that was still available 
to plan before we started the program there was something else that 
had to be done. There was a meeting here, an activity there, there 
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was an article you had to run off, preparation for the next day's 
classes, and so on. And the Project Canada West thing kept being 
postponed one week. And next week finally got there, and, you 
know, | wasn't ready for it. ... 


Why did you wait for the SURT program to come along in order to do 
these things you wanted to do for kids? 


| suspect it is because the SURT program gave us a legitimate chance 
to ask for it, to do this. You see we had to write a proposal to the 
Board in order to even do this program, and | think that we have been 
so ingrained, the students themselves when we were kids in school, 
and going through the whole educational process, and as teachers we 
have been so ingrained to do the traditional thing that it takes some- 
one who really wants to be creative and different to try something 
different. And | know that in the past whenever | have tried to do 
things a little different just within the course, this has been one of 
the worst schools for innovation. Because you get very little encour- 
agement and thanks. We must suffer for it in order to be innovative 
here. There is a penalty for being innovative, and to actually in- 
corporate an entire program based upon something vastly different, | 
just never thought it was worth it. And, besides, it takes a hell of a 
lot of work, and | think that only those teachers who really want to 
spend a lot of their personal time at their profession, which is what 
is going to be required - it is only those people who will launch out 
and be martyrs or successes, etc.. 


Am | correct in saying that this program simply legitimized something 
that you always felt had to be done? 


Yes, certainly. | would definitely say that. It gave me a stimulus, 
the SURT program did that. But | did have a block against the SURT 
program itself. But it gives the opportunity to maybe to give us the 
push of something | never wanted to get into before because there was 


too much trouble involved. 


One last question, what do you foresee you and your students doing 
until the end of the piloting of the program? 


Much the same as it is going now. I think it's - but now and then | 
think it would be a much considered drive from our part in terms of 
getting the kids going, or to continue to go and finalize whatever 
they are doing. | think that Walt said that, in setting up the dead- 
line as spurts | don't know - whether they are really interested in 


finishing the job or not is something else. 
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Are you planning fo use some of the other products of the program - 
of the SURT program? 


The simulation game? 


Yes. 


Well, okay. I don't - | think | would like to use it. I really see 

a greater relevancy to the SURT program and different parts of it to 
what we are doing as well. | would really like to get the simulation 
in, but there is no way we can look at it in the time remaining. 


( pause) 


Thanks Frank, thanks Walt. 
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Second Interview with Frank and Walt 


June 23, 1975 


Let's start off generally. Can you relate to me some of your highlights 
during the three and one-half months of piloting the SURT program ? 


Oh, God, where do we start? 
Last time you talked about 'ups' and 'downs'. What were some? 


Well, the first 'up' to me was the very first two or three days. The 
kids were really enthused. We were enthused. We always seemed 
at that point to know what we were doing. Generally, at least 
there was the type of thing where we weren't frustrated yet or con- 
fused or what have you. And | think that was really one of the 
highlights. | think that for me one of the highlights was the pres- 
entation that the two fellows made at the Board meeting last week ... 
because | really didn't think that there were many projects that were 
good. In fact, | wasn't really convinced that there were any that 
were really super or outstanding, for the amount of time we spent on 
them. It turned out a little better than | thought it would, in terms 
of public reaction. 


Was the display night a highlight for you, Walt? 


Yes it was. | was glad to get it over with. I was very leery about 
the whole night. It kind of scared me. | thought most of the dis- 
plays were not up to par either. But the reaction from the people 
when they saw them, | couldn't believe it. | kind of coralled two 
teachers who | thought would give an honest evaluation of some 
projects. So | had them go around to two or three projects. To 
compare their evaluation with that of just an ordinary parent that 
comes in and evaluates - it is completely different. | mean, they 
are really looking at the project and they are really evaluating it 
and their evaluations to me are very valid. | would use their evalu- 
ations to mark students. Their evaluations were very close to my 


evaluation of the project. ... 


| just wanted to go back fo one point even before the first couple 
of days with the kids. One of the highlights for me and, | think, 
for Walt too, was in the week or two before we actually started 
this thing. We tried to get organized and we found it really dif- 
ficult to know how to start, where to go, what to do. And when 
we sort of agreed that the basic emphasis would be on a student- 
centred kind of study, | was really enthused. | was enthused before 


we even got to the kids. 
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We got into a planning phase where the kids were going to plan 
exactly what they were going to do. Now that took two to three 
weeks to a month, depending on the group, and then they started 
working on their projects and they started to get into it. But the 
thing that really bothered me about this was that at some point we 
lost them completely - a lot of them. A lot of the groups - comp- 
letely lost them. And you know, we would try and get the kids 
together to say something to them and how many kids did we have? 


We had half or third of the class. 


And it was hard to keep contact with a lot of them wasn't it, to- 
wards the end, actually the last three weeks toa month? If we 
wanted to get the kids together and say "How many are going to 
Westlock", for example, we had to run around to get their names. 


This was a new experience in that we had no rules. Nothing about 
how they should meet with us in a structured sort of way. There 
were no rules whatsoever. 


( pause) 


Well, to me the interesting thing is that many did not come back 
to see us, to ask for help, to talk to us, and to share experiences .... 


When | said we lost them, | don't mean we lost the whole group. 
Some worked consistently, you know, every day or every second 
day. They showed up to find out whether they were doing it right 
or if we could give them any suggestions. But, | mean, there was 
a certain point, and | think it was just before we were in a crisis 
situation, that we had lost quite a few. | mean lost for good. 


They were gone. 


This is one area where | am still confused in terms of the evaluation 
of the whole project. Those students that we did ‘lose’ - to use that 
kind of terminology - did we lose them because we didn't give them 
enough, we didn't give them enough foundation on which to work, or 
would we have lost them anyway? Even if we had pushed them a 
little bit harder, if we had structured them a little bit more, would 
they still have come up with anything different? Or would they have 
gained something more? This is really where | am lost for an answer. 
Now | think the kids that did well, structured themselves on their 
own, you know. They just said "We are going to do that,’ and they 


did it. 


Were there any other experiences that you can identify as highlights? 
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One experience that | had was with this student right here - Rod. 
And that was away at the beginning. When | talked about it just the 
other day, Rod wanted to know what was expected of him. | just 
said "Look, do the best you can on whatever you do. Just do some- 
thing worthwhile." And! never did give him a specific outline such 
as ‘if he fulfilled his contract he would get so many rewards’. | think 
because of that he did nothing for a long time. Whether he did it 
intentionally or just inadvertently, | am not sure. He was one of the 
students that kind of caught my eye throughout this whole thing because 
he was a very different style of fellow from all the others. Very ag- 
gressive at first, he seemed lost then for a while. When the crunch 
was on, especially after the crisis situation, that is when he did his 
work. He became a much more co-operative fellow after that. But 
a very determined fellow. So | would say that this relationship with 
him was a 'high'. 


Would you say that generally your relationship with students changed 
in this three-month period more than in another Social Studies situ- 
ation? 


Mine did, quite a bit. | was on much better terms when everything 
was going except for the groups that weren't doing anything. 


| didn't find mine that different except for the odd time that | was 
able to be with them under different circumstances and in different 


places.... 


Walt, what are some of your teaching experiences from involvement 
in SURT piloting? 


| don't think | have ever questioned a lot of things about education 
in teaching as much as | have since | have gone through this three- 
month process. Now | don't have any more answers, in fact | have 
fewer. | think because of the involvement. 


What are some of the issues you have questioned? 


The informality of it. The total informality of it. The nonproduct- 
ivity of various groups and various students. | have really been 
caught up in trying to make courses interesting for kids, trying to 
make them meaningful for kids. Somehow | thought this thing was 
going to be the most meaningful experience that | have ever been 
able to get involved with. In some cases, | think it probably has 


been with some kids. 


What would be your disappointments then? 
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The old view of production not being there. The Protestant ethic of 
wasting of time. We talked about this quite a bit yesterday. Some 
of that has always bothered me about school, about our school. In 
public school systems you always hear words like 'motivate' and 

‘turn on'. You have to turn on your kids or you are not doing your 
job. | don't believe that you have to turn a kid on six hours a day 

in school. Underneath there should be some motivation of his own 
and if there isn't that motivation, we aren't going to do anything. 
That's why some of the kids didn't work - because it wasn't there. 
They went into this course thinking that they were going to do exactly 
what they did. You know, it was going to be free time, they are 
going to work on things which they like. Kids like working in groups, 
they don't have to work too hard. We give them a longer time to do 
something that would take them less time in a structured situation. 

| was kind of surprised that so many did as poorly as they did. But 
thinking back on it, what could we expect from kids that have been 
in a structured system, and have very little motivation? 


The first time we met, you mentioned that the lack of time you had 
for planning both initially, and often during the time the project was 
in operation. In what ways did you compensate for this lack of plan- 
ning time as teachers. 


How would we compensate for that? 


Well, you mentioned that you really didn't have time to develop or 
plan. 


Not as well as | would have. 


What made it go then? You didn't have a plan. What made the 
program continue for three months? 


Dedication for one thing and, | think, just a continued interaction with 
the students that were here. Even though we may not have had rules, 
let's face it, we did encourage kids to keep going. We did stimulate 
them to keep thinking of new things, or to go on with what they had, 
but in greater depth, or to revise, or whatever. We did give them 
direction. | think it was the day-to-day contact with the kids that 
compensated for the lack of planning. In terms of lack of time for 
planning, it was really obvious, despite the fact that we had three 
months to do this, Walt and I fell into the same trap as me kids. We 
were filling the same pattern because one thing we didn't do was 

talk enough and plan enough about how we would improve this 
whole thing. | would like to have been able to sit down with 
each kid individually and ask them many of the same questions 


as you are asking us now. Because |, too, am very interested 
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in knowing what the kid is thinking, after all of this, what he got 
out of it, or didn't get out of it. Before | knew anything, it was 
the end and we were so rushed trying to get the projects done, and 
get ready for the display night, that again we just plain ran out of 
time. 


We got very little feedback from kids. | mean we just didn't get 
Onvecce. 


Would you do a similar student-centred project next year? 


Yes. | am convinced that you have to get kids doing things. You 
have to centre activities around them. But I also feel that unless 
they have had this kind of situation along the way, in other grades, 
or on other levels of urban-life experience, it's throwing the flunkies 
open, and I really think some of the students couldn't handle it. | 
know two characters in my class opted out of it because they couldn't 
cope with it. They were just totally frustrated and unable to know 
what to do. When we did start pushing them a bit, they ran away. 


But student involvement, | believe, is very important. Student 
interaction and student-teacher interaction, whereby you are work- 
ing together, but not necessarily all progressing on the same topic 
at the same time, at the same pace. 


( pause) 


Can | change the topic: | was listening this morning to the tape of 
our last interview. At that time, you indicated difficulty in identi- 
fying specifically with any objectives or goals that were outlined in 
the SURT program. Now, after three months, do you feel any closer 
to the intents of the program? 


| don't think that the objectives of the original SURT program are 
still that relevant or meaningful to us here. But | do think that the 
method or way of going about analyzing your community is some- 
thing we perhaps could have paid more attention to.... 


1 think | commented last time, in the last interview, that what | 
really objected to about the entire SURT program was the structure 
of the program for a total class. The fact that students had to take 
a look at facets and characteristics of their area and community - 
and that they had to do it at the same time, in the same place - 


seemed to be very didactic, the teacher doing the telling. Doing the 


structuring. And if | can just now tie this in with something | said 
earlier, when | speak of there not being enough structure in this 
whole project, not being enough guidance, | think what | am really 
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starting to seek to clarify in my mind is that when | talk of structure 
and planning and guidance, | am talking about the individual student- 
teacher relationship. When | say | like to see students involved in a 
student-centred situation, that is what | am getting at. As a teacher, 
| didn't help each individual kid enough in this project, and | don't 
do it enough in all my other courses. | think the reason is very clear 
and simple. We have too many kids in one class and not enough time 
to help them as individuals, so we keep doing things in a large group 
situation. You have got to start reshaping the whole educational 
system in terms of physical structure especially if you are going to 
move towards the kinds of structure | am talking about. That structure 
is simply guidance, where | can take a kid and work with him and he 
can work with me, on a one-to-one, or a two-to-one basis. That is 
the kind of structure | don't think | gave the kids enough help with. 
Most days it was because there were just too many kids to see, fol- 
lowing you around.... 


In addition to fulfilling the requirements of piloting, and as a parti- 
cipant in the conference, were there any other motives or reasons that 
you gave for implementing the program? 


None other than what we have talked about just recently. | don't 
think so. 


Well, in a way there was. | don't know if you will agree with this. 
| am very dissatisfied with one unit in Socials 20, - Tradition and 
Change. | think it is terrible the way the unit is right now. | had 
hoped that the SURT program would replace Tradition and Change, if 


it worked well. 
Would you have your class do the same study again next year? 


Not this way. No. Not this way at all. | mentioned in the first 
interview that it still seems from the forty-odd that now work with 
this - if there are some who would like to continue next year and go 
beyond this work, in a special project type of thing, | think there 
is opportunity there for students to become more refined and ad- 
vanced in terms of thought and quality of work. 


Fine. Thanks Frank, Walt. 
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Karen: 


First Interview with Karen and Rod 


April 18, 1975 


Karen and Rod, would you describe what you have been doing in your 
social studies project? 


We spent the first few weeks trying to decide what to do, you know, 
something unique that everyone else wasn't doing. | think a lot of 
people are doing the same thing. I chose my topic about three or 
four times. | haven't really started doing much actual writing. | 
am just getting started now. 


Why have you changed your topic so many times? 


Well, | want it to be interesting. You know, | want to enjoy what 
| am doing, as well as making it relevant so you can't just jump into 
something like that, you know, if you want to do it well. 


| started out doing the mayor's salary. He is asking for a raise and 
everything. There is a petition going around. | was going to do that. 
The pros and cons of him getting this raise and changing the mayor's 
job into a full time job, but nothing was really happening. Like, | 
had the history of the thing and | had petitions that would come open 
but nothing was happening any more so | spent about three weeks sitting 


still. 


That is an interesting topic, Rod. Does it fit Karen's category of 


uniqueness ? 
Yes. Nobody else wanted to do politics. 


At the beginning we had thirteen people doing the town's history 
That is an awful lot of history.... 


So this is a difference then in what you are doing now and what you 


have done previously? 


We have done something like this, but just kind of mini projects like, 
you know, papers, but not taking months to do. 


Karen, were these mini projects structured? 


No. We were given a topic on an area in the field to write a paper 
on, and then we went and wrote it. 


199 


ater 80 tag 


; ately wp 


| ye : ‘/ o 
wwoy ai géiob need eee dia uoy er bolt en 
| Sisajowm. cotiwuie lniace 


‘worst ck ob of eines ot ne sloow vot 4e1i¥ orl tneg? ow 

lo tol o Anidtl be t'nepyy 9218 ‘saetieve todt suginy gnidiamor 
1 sayit Woda aiget Yar a orl? priob | s10 

| .goitinw i aca unlit Sole vilest tooved t eomit wot 

won batrote pnitteg teu mo 


Spt NMfoIn oz DIQot woY bie grant voy avon ylW 


tow yojns of iow, }..Wondt uc ~ohitearstit ed ot di tnow | tleW 
cin} mui teu} didind Moy oz inpveler ti pido ap Hew 20 .pritob mo | 
vee ti ob lat toaew gow Ti wworl any stort wall micas 


bran e2int o 30} prizes 4h sti bi ‘ba e'soynmt ert mets li betinte E 
iodt ob of pate aew ll sbmiow enlog aoititaq.a et evedt -pridiyreve 1 
g ‘oxen. ortt efigands boo eeivy aint gnittee min to ence bro 261q adi? 
| vasa: cBpineqgpd yHoes zow poiriton tud doj omit Vito oa 
NIG, SGD bluow fork noivitsa borl | brew gnidt odt te yioteid sili 4 Ai 


gnittig elesw Sent tUpde tndg? | oz exom ya sek zw = 
tite 


to \ropetpe z'neieA 413 ti 2200 .bodl iged ert no 24 AedT 2 
ot 
.2itileq ob et batnow eae wie Y 


yield e ‘nwa erlt phiob elqosq nagthdt bor ow grinaiged a 
ye sergtsi 40 tol lulwo AD 


1 a sin i 919 ne ee cuit legen bat 
pase: nob 


oil stasjon, sath Yon feuf tud zit oA fl gett 
.0b of adinom pnidtot ae 


7 
7 


Phowlourte asejo% asin t i 


yeqaq o> etiw at blel? edt ci oo w mo no aigot mm 
Hi stonw leno. tt co 


Rod: 


Karen: 


Rod: 


Interviewer: 


Rod: 


Karen: 


Interviewer: 


Rod: 


Interviewer: 


Rod: 


Interviewer: 


200 


And every day or two the teacher would come and say "Well, how 
are you doing? What are you doing?" 


And "You have only got two weeks left." 


Like, there was a time - there was a definite idea of what was 
expected and there was a definite time limit on what - on how much 
time you had to do to produce that. And they were saying "We are 
going to mark this out of 50 marks and this is one-third of your term 
mark." That is the way they would do it. This is different because 
there hasn't been anything really set down - we want this and this and 
this, and if you do all this well you will get 90%. Because, really, 
at the end that is what it comes down to. 


How much work do you think you have done so far? 


Up until now in the sixth week, that is, we have done about two or 
three days' work. | know | have spent three nights in the library 
doing town minutes and | spent three classes really working. And | 
know | spent maybe about ten hours doing the reading. 


When you're at school you know, | am trying to figure out these songs 
that | am going to use and | have to do that at school. But right now 
| am doing it at home. Then you come to school and there is speakers 
in and you come and listen to that - it is kind of interesting - most of 
them. Then you start to do other things, like maps. You get talking 
to other kids about, you know - | don't plan to get much done in 


school on this report. 
Which do you prefer, structure or no structure? 


Well, | think now - | feel | could do it by myself but right now | 
don't know what is expected of me. 


| don't know if he wants two papers and a video tape or, you know, 
how much. He hasn't said | want you to do 150 marks worth of stuff 
and | want a mark to be equivalent to an hour's work or one-half hour's 
work, or something. He doesn't - it hasn't been set down. This is 
what | expect, this is what | expect the teacher to present. 


Do you always operate that way? 


Yes, the end product is what makes the difference. You know we can 
fight all term. Come up with something that isn't any good and you 


have wasted your time. 


And the fight is not interesting? 
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Well, being interested, that - it is nice to be interested along the 
way, but that is a luxury. 


How do you feel, Karen? 


It is the final project that gets you your marks. | mean, if you're 
interested you don't get any marks for being interested. 


You might work a little harder and, indirectly, that will affect your 
mark. But you know being interested in the work itself isn't worth 
many marks. 


And those marks are important for you? 


Oh, yes. That is what you are here for. That is what | am coming 
to school for. 


It is kind of hard to get away from it when you are used to it - for 
fen years... 


Do you think a lot of the students are spending their time in reason- 
able ways? 


No. I think they spend most of their time goofing off. 


Well, it depends. A lot of people who are spending almost all of 
their time working, say, on transportation in Alanby, they will 

run off and they will talk to a guy about the sewage and they are 
always working in it, but they are sort of scattering their efforts. 
And they haven't really decided what they are going to do, so they 
are trying to do everything and that is not working. 


They're not making use of their time. They are not, you know, 
working on their projects... 


Does ‘goofing off' to you, Karen, imply doing nothing or just doing 
something that is not related to what you are supposed to be doing? 


A bit of both. Well, | don't know. You do a little bit here and there 
and it really doesn't add up to much. You might be working on it. | 
think most people don't really get down to working until they are under 


pressure. 


The type of thing that we are doing -~ it is hard to classify it really as 
work because you know in the socials course we are not required to 

learn this and this. We are supposed to come up with ideas. Comlog 
up with your own ideas is really a task mentally. You know you don't 
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have to; it is not quite the same as Math or Physics. 
How important, then, is this project to you? 


| think it is a really good idea, this whole project. You get more 
responsibility and it helps you. 


| don't think so. In a way, | think it is less responsibility. Because 
if someone says "Il expect this," then you are responsible. But if 
somebody says "I expect this, " and you don't know what you are 
really responsible for, then that is almost the same as not having the 
responsibility. 


You're responsible for thinking of something on your own and doing it. 
The other way you just have to do it. 


So your point, Karen, is that you are responsible for setting your goal 
and doing it. 


Yes. | mean you learn something about your community whereas in 
the other Socials 10 you didn't learn about Alanby. 


We did urbanization in Socials 10 and that could have flowed really 
nicely from Socials 10 to 20, but it wasn't made use of... 


Are you saying then, Rod, when you studied urbanization you didn't 
look at your own community ? 


Yes. We got a background in urbanization; general problems, city 
problems, transportation problems, things like that. And the back- 
ground knowledge that we accumulated could have been applied more 


to our own local area. 


What we are doing now is more meaningful because you are doing it 
about Alanby. The place where we live. Where the other things 
| have done have just been on topics about cities which doesn't apply 


to M@oeoo 


Do you think you are getting the opportunity now to voice your own 
opinion in this project? 


It depends on what topic you are doing. You can't voice your opinion 
if you are working on the history of Alanby. 


You have the opportunity to choose too. 


But a lot of kids aren't making use of that. Instead they choose topics 
on the local history and stuff like that. 
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What do you see yourself doing from now until the time your 
project is due? 


Accelerating - | will probably hit a peak just before | have 
to hand it in. 


And you, Karen? 


Gliding along for a while yet. Take it easy for a while and 
then buckle down. 


On that note, let's stop. 
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Second Interview with Karen and Rod 


May 21, 1975 


In our first interview you mentioned that this project is different 
than other Social Studies projects because nothing has been set 
down. What do you mean by that? 


Well, its sort of that we always have to cover population, we 
have to cover growth or food production. Now, we can do what- 
ever we want on Alanby. There is nothing like that in this project. 


Like usually in Socials we get either into a really free setting in 
which we will be given a general topic, say, urbanization, or a 
definite topic. But now we were given almost complete license 

to do whatever we wanted. You know, it has to be on Alanby 

but you can talk about anything about Alanby. Just about the only 
thing you couldn't get into is international affairs. 


How, then, have you managed in this project when you have no 
definite idea of what is expected of you? 


It is difficult... Finding out what was expected is half the thing 
now. 


| don't think - we don't exactly know what we are supposed to do. 
Like they really make it wide open for us. Like just a while ago, 
you know, in that meeting (the class disturbance) they said the other 


thing we had to do was display it for other people. 


Does that bother you, not knowing at the first that you would be re- 
quired to present your project? 


For some people it did. And, like, some people, they weren't doing 


it to show it to other people. They were doing it more for information 


like if somebody wants to know this you included statistics. 


Then, you know, they sort of gave you two choices. They could 
change your topic or if they could think of a way to get around it. 


Which choice did you take? 


| think | will probably end up showing - | will have to show it to some 


people because there is just no way that | can get around it like that 


but | will be able to choose. | might show it to Town Council instead 


of just taking some people off the street. | really like showing it to 
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people. It didn't bother me as much as viewing their feedback as 
a method of evaluating my work. 


Earlier you stated that you're working for marks. How have you 
solved this problem when you have not been told what is expected? 


| have been trying to find out what is expected. Because you can 
tell. Because if you are in someone's class for a semester you get 
to know what they like and what they don't like, what they want 
you to say and what they don't want you to say, and how they want 
you to say it, and how they don't want you to say it. 


Do you think the teachers are mostly concerned with how you organize 
and make your presentation? 


I think, really, what they are looking for is your ability to put 
yourself across - | think that will have an awful lot to do with it. 


Karen, can we come back to words that you used a number of times - 
‘goofing off' or ‘gliding’. O.K. What does 'goofing off’ involve? 


It means not making use of your time and not doing your Social 
work or 0+. 


Is there any difference between ‘gliding’ and ‘goofing off'? 
A little bit | suppose. 'Goofing off’ is really not making use of the 
time and ‘gliding’ is kind of taking it easy, planning on doing some- 


thing but not really starting to do classroom type of work. 


So, ‘gliding’, you are doing some thinking about what you are going 
to do? 


Oh, yes. 

What are you doing now? 
Worrying. 

Does worrying come under gliding? 


Yes, | think so. 


| have been kind of gliding all along. Really, | have been thinking 
about it. A couple of days goofing off, that's all. 


The distinction between ‘goofing off' and ‘gliding’ has been made. 
What is work, then? 
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That is making use of your time and really what you know you have 
to do... Not wasting any time and doing what you know has to be 
done. Doing it, not just thinking about it. 


There is a limit in a project like this. There is a limit in what you 
can do. Like | think whether | have done my ten days! work in 
March or even in February | do ten days' work and | might have this 
many months to fool around. And whether | sit around before and 
do it later, or | do it and then sit around, it all adds up to the same 
thing. When | sit around before | get to, | have the pressure and 
you work better under the pressure. 

O.K. But what does work mean to you? 

| don't know. The act of producing | suppose. 


Doing what you know has to be done. 


It doesn't have to be hard, you know, in order to be werk. | think 
the work is getting the idea. If you are writing a paper you could 
have done all your work and not written a word. 

But is that what you mean by work, Karen? 

Yes, well, it is kind of gliding. Thinking it out until you have really 


sat down - until you know exactly what you are going to write. But 
| think the working part is really starting to do it, not just thinking 


about it. 


Where have you spent most of your time in this project? 
Gliding. 
Gliding and goofing off. 

(pause) 


Thanks Karen, Rod. 
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Third Interview with Karen and Rod 


June 17, 1975 


Now that things have concluded what are your reactions? 
We have got it done, yeah! 

| hear both of you put in a lot of hours towards the end. 
Yes, lately. 

How many hours would you say you put in the last week? 
Just editing slides, probably eight to ten hours. 


Now what about earlier, Rod, you talked about the need to do this 
for grades. Have you since retained that position or have you changed 
your mind about doing something you felt good about? 


Yes. You saw it last night, and the first three-quarters of it just went 
like a darn. The rest failed because we had equipment problems. It 
was as good as could be expected from what we had. 


But all the work you were doing in the last few days, were you doing 
that for marks or were you doing that for a certain amount of fulfill- 


ment? 
Well, we wanted to get it done. 


| wasn't going to do a cruddy job on it. Like, | could have thrown it 
together and, probably, | would have had something to show but | 
didn't want to do a cruddy job on it. That is why | spent so much 


time on it. 


In looking back now, what does all your work and concern mean 
to you? 
| think if we were to be given a shorter time we would have gotten 


the same things for everyone. 


Does the fact that you worked only two or three weeks bother you a 


little? 


No, | wouldn't have worked so hard in the last two or three weeks 
a e 
‘£ | hadn't had to make up for the time | sat around. 
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So you feel, then, that how you use your time has been a useful 
experience here? 


Not really. 1 think | would follow just about the same pattern as | 
always did. 


| always leave my term papers to the last minute. | say, "Well, | 
am never going to do that again" and it happens the same every time. 


Was it important that you were able to do what you wanted to do 
and at your own rate? 


Yes, it was. It helps your interest in what you are doing. Other- 
wise if you can't do what you want to do, you know, your interest 
fades. 


What is the feeling of the rest of the students about last night and 
the completion of the projects? 


| think pretty well that everybody thinks they could have done more. 
Afterwards kids said "You know we did all that in one month." No- 
body thinks they worked for three and a half months. It is that sort 
of thing. If we were given shorter periods of time to do it we would 
get the same thing done. For instance, if Mr. S. came in and said 
"Well, you've got to Monday to come up with a bunch of recom- 
mendations for the School Board", everybody - bang - and they 
would have it all done by Friday... 


( pause) 


Thanks, Rod, thanks Karen, for your time and comments about your 
experiences from the project. 
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First Interview with Joe 


April 23, 1975 


Joe, could you describe what you have been doing in your study of 
the community? 


Geoff and I are doing a project on District #6, a School Board here 
in Alanby. We have been going around talking to the administration, 
the superintendent, the assistant superintendent and the principals of 
the schools, gathering information. We are interested in how it oper- 
ates and perhaps can come up with some recommendations at the end 
to present to the Board for improvements. 


How much do you think you have done on your project so far? 


Well, in terms of how much time we have had, we have done very 
little. But | think in something like this if we start very slow and 
build up momentum, we find out more and more information. Right 
now we are doing really well. I can only see things improving. 


How do you feel about what you have been doing so far in this project? 


Well, first, | was a bit apprehensive because we weren't getting the 
things done | was hoping we could do right off. But as time progressed 
we got more and more information and started working. | am finding 
it very interesting. | think it is a good thing for us to do. 


Why do you think the way it is set up now is good? 


Well, it is nice to have the freedom. Study on your own etc., and | 
think it gives everyone a valuable knowledge of our own community 
which | think we Canadians, as a whole, lack. 


How is this project different from what you were doing in Social 
Studies prior to this? 


Well, before in Social Studies were just given the tasks to do. 

Read this, do this, write an exam on this, and we don't do that any 
more. We are given just about complete freedom to do as we please 
in our subject areas. That is about the only difference. 


Do you like this change? 


| did at first, then | didn't, and now | do. | don't want to sound con- 
fusing but at first | thought it would be a real good thing, until the 
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responsibility of getting it done came. Then | said | should be doing 
it the old way - it is simpler and no thinking. But as ! progressed 
and got more interested in it | think it is better. 


What about the way it is handled? 


Well, perhaps | can see it being a bit more organized. The teacher 
Mr. S. tried to push having it managed with a leader or co-ordinator 
of the whole thing. | still kind of disagree with him, but | think 
there could be more organization because, | think, a lot of people 
are goofing off. 


What about the uncertainty as to how you are going to be graded, 
Does that bother you? 


No. | think everyone in the class is going to be in the same situation 
and actually | really can't see failing anybody unless they fail to 
hand in anything at all. | am not worried, | just want to Pass. 


Do you feel that working yourself and getting something out of it is 
more or less important than the grade? 


Well, it is more important than the grade. If | feel that | have ac- 
complished something even if | fail, it won't bug me. Mind you, you 
have to work toward your grades because that is what counts. 


Are you saying, then, there is little difference between this project 
and other classes in Social Studies? 


No, it is quite a bit different. There is a freedom aspect of it and 
there is a feeling of excitement to some degree. We are all working 
toward one common goal supposedly, and that is something you don't 
really have in an organized class. You're just working against the 


teacher. 


What did you use to guide you in your project of analyzing school 


issues ? 


Well, previous knowledge about analytic study. Stuff like that. Mr. 
S. kind of gave us some tips here and there but we didn't go through 
any books or anything to see how we should fix up this kind of project. 


When working on a project do you always go about it ina certain way? 


Not really. No. When | do a project | find out what is interesting 
to me and | go ahead and do if. 
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How do you organize your material ? 


That is a dumb question. We just break it up into sections like, in 
our case, administration, history, and school policy. ... We sat 
down and came up with some kind of a plan of action. Whether or 
not we are following it like we proposed to is another question. 
But we started with a plan. 


What might change your direction from the plan? 
Our interests changed.... 


When you interview people or when you talk to people do you have 
a certain plan that you use? 


Well, we usually have four or five questions. But | find it a lot 
better just to have an opening question if it is going to last the five 
or ten minutes and just draw questions from what people say. You 
can miss an entire point of a good interview if you don't deviate from 
your line of questions. Like when we had an interview with Mr. R. 
We had about fifteen questions we were going to ask him and then 

he talked about one of them. And we just kept asking questions on 
that question. We got a lot more out of our interview that way. 


What do you see as the final picture emerging from this project? 


Well, where it stands now, | can just see it as one big giant mess. 

| hate to say that, | shouldn't say that, but I will. Because everyone 
is doing their own thing and we are all going to bring it together and 
find out that there is a lot of overlap, there are a lot of spaces miss- 
ing - things like that. But | am sure we will be able to cut it down and 
get one thing, maybe a report, booklet, something like that. | think 


it will be done. 
Would you like something done with this booklet? 


Oh yes, definitely. | mean besides for marks or ...- we'll utilize 
it... the time we spent on it. If it is good enough, | think we 


should get it published. 


Thanks, Joe. 
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Second Interview with Joe Accompanied by Cindy 


May 21, 1975 


Maybe, Cindy, you would like to tell us what your group has been 
doing for the last five weeks? 


Well, | don't think we did very much until right near the end. We 
changed our topic about three or four times and we finally got down 
to transportation. Then we sort of split up. Two girls went on com- 
munication, and one on transportation. We did a lot of research and 
a lot of the stuff we found out at first wasn't worth it, so we spent a 
lot of time getting useless information. And for the last month we 
really have been working. We've got the time line now and we've 
got the report. 


What were some of the topics that you had first considered? 


Housing. We started off with housing and then we went to sort of a 
History. Just how the town was built up, and then we went into the 
whole idea of communications and transportation all mixed up in one. 
Then we split up and the two girls took communications, and we took 


transportation. 
Can you put your finger on why you changed your topic so many times ? 


Not enough information and it was boring. | don't think we researched 
it enough to really figure out what we were getting into. 


Is this the first time, Cindy, you have had the opportunity really to 
decide on what your project would be? 


Yes. Other ones where there is books that say the topic and then they 
give you the information. Not like that, but where you had to go up, 
and get the information when there were no books. Yes. 


Did you feel that at times you really didn't know what you were doing 
or why you were doing if? 


At times. But once you got into it we got a little bit of information 
and it really got interesting. Once you got into it, but at the begin- 


ning it is really boring. 

This project that you and Joe have been involved in for two months, 
how do you think it is different from what you had been doing in 
other Social Studies classes? 
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A lot more responsibility - like nobody said you have to come to 
class or anything. Like I found this at first. You just goofed off. 
You felt this really a fun time, but after while you had to decide 
to get down to work and do something. I think it is a lot of res- 
ponsibility. 


Have you decided how you are going to present your project in the 
fair? 


No, but we think of the various things we are going to do. 
Joe, are you in agreement with the fair? 


No. Hardly in the slightest, because some people like Cindy and 
groups that are doing a number of media stuff like that, they can 
get lots of charts and stuff to show everybody. And things like that 
impress people and you get somebody in the mob to give you an 
evaluation and you see all these glossy photos and they think you 
have done quite a bit of work. And then they give you a good mark. 
In a case like ours, we are just going to have a report and all of our 
time has been spent on this report and the person isn't going to look 
at something this thick on the table and give you 90, you know. 
And they're not going to read it, so they're kind of defeating our 
purpose to do something like that. | 


So what alternative are you considering? 


We're presenting our report, and the brief that comes out of the 
report, to the School Board and School Board members. At the end 
we will hopefully get an evaluation from them. 


How do you think things have been going, Joe, in the last couple of 


weeks? 
(Pause) 


| don't know. It is hard to tell. | can only say for myself and a few 
other people that | see around. | think people are starting to do a bit 
more work. And people are still goofing off a heck of a lot but as 

the time grows nearer to having to hand it in everyone is going to have 
to increase their work and do something. 


Everyone keeps using the expression ‘goofing off'. What does it mean? 


It means Cindy and | going off and having coffee or something like 
that. Just not doing anything, like so many times we just sat in the 
library and talked or something, figuring we will do it tomorrow. 
Just not even anything related to the project. 
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Do you ever talk about Socials when you're ‘goofing off'? 


No. Not unless, of course, you're making a comment about how 
guilty we feel about not working. 


Do you goof off in other classes? 

| goof off in all my classes. 

But in a different way. 

Could you describe that other way? 


Well, you don't leave. | mean all alone, you skip like. You can't 
afford to skip too much, | guess, in case they get you. .... 


| don't like the term goofing off because if | go to a library and talk 
to somebody like Jeff or somebody else - we sit down and have a 
talk. That is worth more than what | would learn in that class. So 
| don't consider it goofing off. It is just doing work other than 
school work. 


Why do you attach more importance to that than to sitting in the 
classroom? 


Because | would much rather get to learn to know people than that. 
It would do me more good in my life, you know, get me further 


ahead, than it will knowing a metre is so long. Something like that. 


That is irrelevant to me. 


Don't you feel that way too like - | mean, getting to know people | 
knew. That is part of school. 


Can't you get to know people through the use of textbooks? 
No. 

Or studying people in the past? 

No. 

Or people of different lands? 


No. 


That is not the same 'getting to know'. The only way you get to know 


somebody is having time with them, talking to them. 
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Have you students done this in your project? 


Yes, myself definitely, we have talked to quite a few people, but 
| can't say that we have got to know them. But we have talked to 


people. 


And like | think that really | got to know one guy - ETS guy and 
he helped us so much we just kept sorta in contact. | think that 
that is a little bit 'getting to know’. 


And do you feel that this opportunity to speak with people is an 
important part of this project? 


| think it should be not only important aspect of this project, | think 
it should be an important aspect of school, period. | think communi- 
cation with people is more important than what you learn in total. 


Don't you get to communicate with people in English? Or in Social 
Studies ? 


| didn't know them. You sit across the room from somebody and 
smile at them once or twice, or you argue with them about communism 
or something like that. You don't get to know someone that way. 


What about communicating through paper to someone ina novel? Or 
reading a novel? Do you not communicate with someone then? 


No. This is a different kind. Getting to know them. Sharing ex- 
periences and just learning. Like | have learned so much off of Joe 
because he use to live out in the farm and we talk about that all the 
time. It is just different. | Even in school, we get talking and some- 
body says "well | did this a certain way!" You figure why don't | 

try it? You wouldn't have heard about that if you hadn't skipped a 


class to talk to that person. 


Let's get back to the term 'goofing off' you used. What is the distinct- 
ion between 'work' and 'goofing off"? 


Well, ‘working’ you do something because you have to, or you should, 
and you learn something from it, but in 'goofing off' you are learning 
something else, but you don't have to do it. Does that make sense? 


| think so. Joe, remember when were were talking about how you 
organized your materials and plans? Remember you said that was a 
dumb question. Can you now identify how you plan your work? 
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Just do it. That's right. And what comes out is organized, in my 
opinion. Whether or not it is, that is what the teacher is there for. 


So you don't work from a plan? 


Well, | put the plan together as | am working. I will read something 
and say, "This should go before this, or this subject should be in the 
front." 


Cindy, did you have some plan that you worked from in doing your 
project? 


Yes, and it changed all the way. We had a great plan at the begin- 
ning, and then we started through, and things just sort of changed and 
changed and changed. And we made up different plans as we went 
along. We don't have one in the end. Things turned out.... 

We found out things we didn't know would come up. For example, | 
think we wanted a slide tape presentation and there was just no way 
we could do it, on transportation. Then we wanted to do a bunch 

of maps, and that changed into a time line and it just went on and 
on. It changed all the way. But I think it is good to have a plan 

at the beginning, because | think you know where to start. 


Can | ask one last question, why was there so much argument over 
the presentation of projects in the community? 


Because we didn't want it. We don't care. We don't care what Mr. 
S. tells us, but actually we are glad that he gives us ideas, but it — 
isn't what we wanted on the whole. Cindy does, and maybe a few 
others do, but on the majority no one likes it, and so we argue. | 
really felt bad about that because Mr. S, at the beginning, tried to 
get us to get a group together, four or five people, or organize it, 
and have kinda a chairman in the whole project, and that was shot 


down. 
Is not the presentation of projects still going through? 


For some people. But it got changed radically from what he wanted. 


And why do you think they're concerned about having the public give 
some reaction to what you do? 


To me, why is there concern? Well | prefer the public not to give a 
reaction. Because what we write and, possibly, what Cindy writes, | 
have no idea might be, might require a lot of work where the School 
Board or people involved with the School Board would only recognize 
how much work wasn't involved whatever the case may be. Where 
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someone in the general public might just flip through the pages and 
say "Well, big deal!" where there is a lot of work there, when there 
really is nothing. And! like things to be done fairly. Like if | am 
going to fail, | want to fail honestly. | don't have to b.s. my way 
through and get marks. 


Thanks Cindy. Thanks Joe. 
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LOG OF PARTICIPANT OBSERVER'S ACTIVITIES IN A 


CLASSROOM OF CLEARDALE SECONDARY SCHOOL 
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Log of a Social Studies Classroom in Cleardale Secondary School 


The arrangement for using Vance's social studies classroom as one of 
my study situations was made some three months prior to my field research. | 
knew Vance from previous committee work in social studies education. It was not 
until we met at the SURT mini-Conference that | was aware of Vance's partici p- 
ation in the program. As a friend and former acquaintance, he offered his Lee 
for my research purposes. 

When | decided to use the SURT program as part of my graduate research, 
| immediately contacted Vance to see what plans he had for implementing the 
program. Since his plans for spring piloting suited my timetable for field research, 
we made arrangements for the first two weeks of May. 

My correspondence with Vance provided a general statement of my pur- 
pose and outlined my activities as a participant observer. At no time did | reveal 
to Vance how the other class situation was using the SURT program. Moreover, | 


avoided prescribing how the SURT program was to be employed with his Social Studies 


11 class. 


Three weeks before my field work began, Vance called to ask if my visit 
could be postponed two weeks because of the presence of a student-teacher in the 
class, and of Vance's involvement with Teachers' Federation meetings. | agreed. 

7 


Thus, my field research of the Cleardale situation was conducted during the last 
f 


week of May and the first week of June. 
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MAY 26, MONDAY. 

| arrived at the Cleardale Senior Secondary School before school began. 
The Social Studies 11 class, of my research interest, was scheduled for the first 
period of the day. Consequently, Vance briefly explained to me, during the morn- 
ing announcements, his introductory plans for SURT. 

The lesson began with the teacher making a brief but clear introduction 
for my two-week presence, the location and purpose for the development of SURT, 
and the reasons for considering the theme of 'transition'. My introduction as co- 
teacher and assistant was somewhat embarrassing. As my concern was for both teacher 
and student views of the program, | preferred to adopt a participant observation role 
more in association with student activities than with teacher responsibilities. After 
three days, Vance realized my intention of being a participant observer of student 
activities. A discussion session after each class allowed us to interact as educators. 

Rural-Urban Transition booklets were distributed to the class for student 
examination. Of greatest interest to students were pictures and cartoons. Questions 
about the SURT program were then encouraged by the teacher. Most questions 
focused upon background of the developers, relevancy of the study, and what the 
class would study. . The teacher responded to the last question by indicating the 
class would investigate some aspect of their community (involvement in transition) 
based upon the majority of student wishes. Students and myself were divided into 
groups to decide what area of study, as outlined in the booklet's table of contents, 
of interest to them, and how the study might be applicable to the community of 


was 


Cleardale. At first students were to make their considerations independently, but 


later, students began to make informal group comparisons. The teacher then 
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encouraged students to form groups. Three students, Randy, Linda and Toni, whose 
desks were located near where | was sitting, (my assigned location throughout the 
research was the right far corner due to the conventional row arrangement of desks) 
formed a group with myself included. They appeared to accept my participation. 
Our group agreed the choice of topics for study was education and recreation. As 
the bell abruptly interrupted the class activities, Vance indicated he and | would 
summarize the results and report majority interests next period. Group tallies in- 
dicated student interest in education, history and recreation of a community. 

After introductions to administration and staff, Vance and | had a general 
discussion regarding the piloting of the SURT program. Vance persistently asked for 
my thoughts and reassurances of his suggestions. Only after the first few days of 
constant agreement on my part had Vance realized that | would not prescribe or 
say what | thought should be done. At times, during our first session and later meet- 
ings, | had the feeling that the SURT program was only being implemented for my 
benefit. Vance outlined plans for next day and discussed education generally, a 
pattern that seemed to take precedence over the SURT program for the duration of 
my visit. 

After lunch Vance took me on a tour of the school. I! was amazed at the 
freedom of movement students had in the school, an element that appears lacking 
in other urban schools | have visited. For example, the technical wing remains open 
for students to work unsupervised at noon hour. 

During the afternoon | volunteered to supervise Vance's afternoon English 
class in the library in order to allow him time to study the SURT program. | soon be- 


came a supervisor, a role that obviously was not consistent with participant 
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observation. Although the group was not the class involved in my field research, 
| felt uncomfortable and decided to avoid such future roles while conducting my 


research. 


MAY 27, TUESDAY. 
The teacher began the lesson by reporting the class areas of interest. 

Education was ranked highest, followed by history and recreation. Students were 
then asked how they perceived the SURT study to be applicable to Cleardale. Since 
students responded with silence, Vance then shifted the discussion by asking how many 
were familiar with differences between Cleardale and larger cities. Students indi- 
cated lot size, pollution and congestion. Without returning to the original question 
of applicability the teacher changed abruptly to three assignments: 

1 Do all of assignment concerning valuing ratings on Page 15. 


2. Write an essay comparing and contrasting Mr. Fauque's lifestyle 
and values with your own today. 


4 Give a short talk (three to five minutes) in class regarding the life 
styles you think will be necessary for survival in the future. 


Most students chose the first assignment because (as they said) it was easier! Students 
read the account of a homesteader and rated the values outlined in the book. Extreme 
difficulty existed among students in understanding such terms as 'Humanitarianism', 
'Materialism', and ‘Puritan Morality’. Randy and | began informally to share our 
ratings, prior to the bell. 

Three topics emerged in our discussion after each class lesson. First, we 
analyzed the activities of the previous class. Second, | asked Vance for his plans 


for the coming class. Third, we discussed general educational topics, ranging from 
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religious comment of students to current activities of social studies associations. The 
pattern throughout my field research in Cleardale was that Vance and! would have a 
discussion following each social studies class. 

Vance outlined a log format he would keep of his thoughts and activities 
which would become available to me after piloting. When asked about his overall 
plans Vance assured me that his plans were "flexible if students showed interest; 
otherwise | think | know where | am going." He also indicated a desire to follow 
the intents of the program so as to make worthwhile suggestions for revision. Vance 
suggested that many colleagues had, at the mini-Conference, indicated their un- 
willingness to implement the total program, but would only use parts of the SURT 
program within their existing class programs. Before departing, | asked about back- 


ground information of the instructional programs in the school and, in particular, 


social studies. 


MAY 28, WEDNESDAY. 


As was the case with other days, | arrived at the school before the begin- 
ning bell. (I maintained this practice for the two weeks of research even though the 
times of the social studies class rotated throughout the week. Such practice provided 
time for write-up of my journal, opportunity to meet with students and teachers, and 
a chance to reflect on my research activities.) During class time my pattern of 
activities was similar to student activities: doing seat work, participating in group 


discussions, arriving and leaving class, going to the library and attending resource 
4 


discussions, arriving and leaving class, going to the library and attending resource 
tA 


speakers. However, as my research was concerned with an instructional program and 
O tf 


not the total school situation, | did not accept all invitations to attend student and 
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staff functions (track meets, staff-student games, graduation ceremonies, and 
staff parties). 

The social studies class began with a student-teacher returning examinat- 
ion papers given during her practicum. There were mixed student reactions to the 
grades assigned. Vance then reviewed last day's activities and asked for ways of 
determining from the list of fifteen, eight major values. Upon receiving no sug- 
gestions from the students, the teacher suggested a voting procedure. After decid- 
ing the eight major values, directions were then given for student assignments. 

Those involved with value rating were assigned by number to groups. The group | was 
assigned to consisted of four students and myself. Randy, who became a key informant, 
joined us on his own volition. Helen, a talkative, yet friendly girl, became the 
chairperson and | was selected recorder. We each shared our value rating and reasons. 
Often, students' reasons were supported by religious beliefs. Concerns for materialism 
and loyalty were extensively discussed. The bell rang, leaving no time to tally 

class results. After class | suggested that the recorders meet in the afternoon class 

(on Wednesday there are two periods of social studies) to compile group results. For 
the afternoon class, most students went to the library to work on their research papers, 
while a few students went to hear a resource speaker. | went to the library and sat 
with Randy. He immediately informed me of the meeting of recorders. Later in the 
period, | decided to reorganize our group's rating of values. Randy then offered to 
help. | also decided to reorganize and three-hole-punch the Urban-Rural Transition 
booklet. Again, | received help from Randy. As Randy was cleaning up paper cut- 
Kathy and Toni joined us to observe our activities. At this point Randy 


tings, 


remarked, "Do you know it is illegal to pick up and use confetti a second time?" 
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The girls asked Randy, "How do you know?" It was on 'This is the Law! (a Fave 
program). "Why is it illegal?" asked Toni. "Unsanitary, | guess," said Randy. 
Few students appeared to be working on their term papers. Many of the 
students were reading magazines and books, talking in groups or doing homework. 
At the recorders’ meeting it soon became apparent that each group had different 
value ratings. After considerable discussion of what we should do, a student sug- 
gested that we tally what we had. | volunteered to do rating for future life styles. 
The bell rang before tallying was completed. Jim suggested we stay and | give them 
a ‘late slip’ for next class. | asked 'why?', and he said "You are the teacher." | 
stated that | was a recorder and not the teacher. He accepted my position and 
volunteered to do the work at home. | also volunteered to complete the tallying for 


the next day. 


During the planning time, Vance and | discussed how the class ratings 


would be displayed on the board for next class. 


MAY 29, THURSDAY. 


Arriving late, Vance announced that some visitors from the Soviet Union 
would be visiting our class. The late arrival allowed students to discuss such topics 
as haircuts and dress styles. Class discussion began, focussed on the questions: 

As What conclusions can we draw from their data regarding values? 


2. | Which sample is more representative? 


3 How does this study of values relate to the transition of rural- 


urban studies ? 


Student comments regarding the question of representativeness were insightful . 
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The arrival of the two Russian gentlemen created much interest and at- 
tention. After the formal introduction and picture taking, Randy commented to me 
on the possibility of having the visitors rate the values the class was considering. 
After some thought regarding my role of a participant observer in the classroom, | 
decided to intervene on Randy's behalf (he wouldn't ask himself), by asking a 
Canadian Official if he would ask the Russians to rate the values. They willingly 
volunteered to do the rating, but only after request for clarification of terms 
(Humanitarianism and Loyalty) from Vance, and deliberation among themselves. 
Later, students discussed the visitors' ratings and, during the discussion, they pro- 
vided perceptive comments regarding the visitors’ ratings. At the end of the period 
Helen volunteered to list the results of value rating on a ditto for next day. 

During the planning session Vance was pleased with the class and the 
brief involvement of the Russian visitors. Future plans again remained uncertain. 

A resource speaker was scheduled for Monday. Vance indicated generally a desire 
to deal with community issues of Education, Recreation and Economics, but appeared 
uncertain as to how these issues would be achieved. 

It was at this point, after some hesitation, that | suggested the class act- 
ivities shift to the simulation. Although my policy was one of non-intervention with 


Vance's planning, | had hoped to observe the use of the simulation, an activity of 


the SURT program not used in the other situation. 


MAY 30, FRIDAY. 


Today, social studies occurred during the first period, with the first ten 


minutes devoted to school announcements. Most students talked continually among 
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themselves. Class silence occurred only after several reminders from the teacher. 
Before focussing on last day's work, the teacher jokingly asked if students wanted a 
book check (notebooks are checked by teachers to see if homework is done). 
Answers to questions from last day were provided by a handful of students. 
The remainder of the class displayed little concern for the discussion; instead, they 
talked to neighbours, or engaged in unrelated activities. Jim, Toni and Donna 
supported factors for transition by reference to interdependence, leisure and loyalty. 
The teacher was extremely supportive of student answers. Other student assignments 
were considered. First, Don made a presentation comparing Mr. Fauque's values 
with our present community values and lifestyles. It was interesting to note that no 
distinction of lifestyle was made by teacher or student. Second, Terry reported on 
an interview conducted with early homesteaders of the local area. Based on Terry's 
presentation, Vance provided the class with two questions to consider for later dis- 


cussion: 


1. What are the similarities and differences between Cleardale pioneers 
and Mr. Fauque? 


2. Which values come through the strongest? 
Third, Karen gave a short talk on future lifestyles based on the reading of the book 


Future Shock. | was amazed at the quality of the student presentations, both in 


what they said, and in how the students handled themselves. For each presentation, 
the students applauded. 

Next, the class was divided into groups by rows in order to discuss what 
factors are necessary to consider when a family moves to another location. Our group 


talked about many unrelated issues: Randy's job on the farm, and the experiences of 
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the girl who had moved seventeen times. Before the bell rang, we were only able 
to identify three factors to consider when moving: size of school, recreation, and 
friendliness of people. These suggestions tended to reflect a student rather than 
adult point of view. 

A brief meeting was held during which Vance informed me of a resource 
speaker for Monday's class, and outlined general plans for the simulation during the 


remainder of the week. 


JUNE 2, MONDAY. 

Vance phoned early to inform me he would be absent from school for the 
day, in order to catch up on professional business (Vance, as a member of the local 
teachers’ association executive, was entitled to time off from classroom teaching). 
During the announcements, the substitute questioned my presence in the classroom. 
| assured her that | was there with the regular teacher's permission. | left with the 
students to hear the last of a series of people speak on various political parties in 
Canada. The resource speaker spoke for twenty minutes and then asked for questions. 
After a period of silence, Don asked a question regarding company profits. Then 
Karen asked the speaker's opinion of the curfew for 17-year-olds in a community 
near his riding. Although the speaker's responses were phrased in youth culture 
language (‘cruising', 'the A & W', ‘hanging around', ‘level with me'), the speaker 
emphasized an adult perspective, without recognizing the student point of view. 


At times he moralized about youth growing up too quickly, that ‘hanging around’ 


was purposeless, ‘boring’, and ‘empty’, and that youth should be creative in achiev- 


ing their goals. Students appeared annoyed that the speaker did not allow the 
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students to present their point of view. 
After class | phoned Vance to answer his question regarding the operation 
of the simulation. As before, | remained non-directive, but did suggest the use of 


both periods on Wednesday for the simulation. He accepted my suggestion. 


JUNE 3, TUESDAY. 

Vance began the class by asking students their reactions to the last day's 
speaker and whether they asked any questions related to their social studies course 
in economics. They answered negatively to the question of economics, but the 
students elaborated on the discussion regarding a curfew. Students thought the dis- 
cussion was okay but the speaker 'didn't listen to them’. 

Recorders from each group listed their factors for consideration when 
moving. Factors of recreation and education were common to all groups. Vance 
attempted to collect the additional factors together under Panerclinetinrss Although 
he emphasized the importance of generalizing, at times it appeared he was talking 
to himself, while groups of students talked independently of the lesson. However, 


the listing provided an easy entry to the simulation. 


To begin the simulation, Vance briefly described the provinces and five 
cities and the purpose of the simulation. The names of five cities were listed on 
the blackboard with separate columns for residents and administrators. Students were 
then asked to sign up in their choice of city, and the role they wished to play. 
Most students rushed to the city which closely represented their own community. 
The four resident and two administrative roles were filled immediately. | chose to 


be an administrator for Zargary for no apparent reason. Terry became the other 
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administrator. Participant manuals were distributed for students to read. Towards 
the end of the period, Vance commented to the class on my desire to interview 
students. He asked, in turn, their reaction to my presence and they provided a 
spontaneous round of applause. A class announcement was not the approach to 
interviewing | wanted. Instead, | wanted to approach individually the students that 
| had interacted with during the field work. After questioning the reasons for the 
appearance of the tape recorder, some students (but not Randy) had indicated an 
interest in being interviewed. 

Our planning session indicated that Vance had only general plans for the 
double social studies classes next day. A closer study of the simulation was needed 
in order to develop specific plans. Today, Vic was hurriedly preparing for the 
‘simulation’, a half-hour before the class began. Later, | thought, the piloting of 
the simulation appeared to be a disturbance to him. Rather than manage with pre- 
pared lessons that focussed on general class discussion, with a relatively capable 
group of students, Vance was forced to prepare for lessons that required new know- 
ledge of procedures. His recent activities in the teachers' organization had left 


him little preparation time. Yet he courageously and capably seemed to do both. 


JUNE 4, WEDNESDAY. 
The lesson began with the teacher explaining what was expected of each 
student, the parts of the simulation, and the mechanics of playing the game. All 


details were carefully listed on the board. Role profiles and worksheets were distri- 


buted to the class. Students spent over twenty minutes completing the worksheet. 


| worked with Terry in answering the questions. Towards the end of the period, 
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Vance explained the process of goal setting, made arrangements for grouping next 
period, and informed the class of his absence for part of next period. The teacher 
asked for volunteers to take charge. Although my name was mentioned, as a parti- 
cipant observer | preferred to let other students oversee the activities. Don and 
Terry volunteered, with my assistance. At the end of the period some students 
seemed confused as to what they were doing. One student complained that he 
wanted to move to the city in which he had already selected as a resident! ! 

Don organized the afternoon class activities with Terry and | having a 
minor part. Groups spent nearly half an hour preparing speeches or writing out 
reasons for moving. As an administrative group, Terry and | prepared and presented 
a humorous speech first (luck of the draw) which appeared to amuse as well as annoy 
class members. The other administrative groups' speeches were more traditional in 
format, and were well prepared and presented. All speeches received a round of 
applause. Before the bell, Vance explained the procedures for next day's class 
activities. In the planning meeting, Vance indicated general satisfaction with the 
day's proceedings, but expressed concern for organization and lack of materials. 
Again Vance outlined general plans for next day. To date, such generalized plans 


did not appear to have impeded the organization of class activities. 


JUNE 5, THURSDAY. 


Based on blackboard notes and questions, the teacher asked the students 


to review worksheet questions, the setting of goals, and the reading of manual from 


the previous day. In turn, administrative and resident activities were reviewed. 


Students and | then spent the remainder of the period gathering information about 
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job opportunities and drawing job and house cards. During the first round both 
students and the teacher appeared uncertain as to what they should do. Don comp- 
lained that the job and house cards were not sorted fairly (1 confirmed this after class). 
As for myself, | enjoyed my role as an administrator. Students did not appear hesit- 
ant to talk with me. 

Additional questions were listed on the board for debriefing - what hap- 
pened in the first round, what decisions were made and what consistency existed 
between decisions and values. 

Later, Vance indicated satisfaction with the information gathering session, 
but continued to be critical of the arrangement and the lack of materials. He was 
able to indicate specific activities for the next lesson. Later in the day | had a 


number of interviews with groups of two or more students, and with Vance. 


JUNE 6, FRIDAY. 


The class began with a discussion of questions related to what happened 
last day. It soon became apparent that students were perplexed about what they had 
been doing and what was to be accomplished this period. For example, many thought 
their initial choice for living was where they wanted to move, rather than as a city 
from which they were to consider their choice for transition. Second, students 
ee confusion over the difference between major and intermediate goals. Third, 
students voiced concern over the intentions of the questions for discussion from the 
board. Fourth, students made decisions based only on information regarding income, 
and felt that chance cards were disconcerting. Part of the problem of students not 


accepting the idea of drawing cards was that the cards were not shuffled prior to 
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class use. Fifth, students simply did not understand 'why' and 'how' the credit and 
satisfaction points were calculated. As an administrator, | tried to clarify the proc- 
edures for calculating credit points on the blackboard. Students expressed bewilder- 
ment over the need to do mathematical calculations in a social studies class. 

For the remainder of the period, students calculated credit and satisfaction 
points with a sense of quiescence. As requested by students, | explained briefly my 
reasons for being part of their social studies class. After the bell some students 
wished me well in my work. Throughout my stay, they continued to show curiosity 
as to why | would want to participate with them in their class activities. 

After class, discussions with Vance indicated that he would conduct a 
debriefing, allow students to prepare speeches and finish calculations of credit and 
satisfaction points. The teacher's log of activities indicated that two class periods 


were used to finalize the simulation activities. As promised, Vance later mailed the 


results of the debriefing activities. 
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Interview with Vance 


June 5, 1975 


Would you take a few minutes and describe what you and your 
Social Studies class have been doing in the last couple of weeks? 


We began by introducing the SURT study. The students worked 
basically on the first part which dealt with values, and then for 
the next four or five periods, rather than going on to some of the 
more substantial units in the case study, upon your suggestion 
launched the simulation game. So, basically, the first week was 
the introduction to urban/rural transition and the second week was 
the simulation game. 


Would you say there are any differences between what you are 
normally doing in Social Studies and what you have done in the 
last two weeks? 


Basically, | would think that because of the nature of the materials 
there has been more emphasis on group work. Although we have 
done group work from time to time, if was not as sustained as the 
group work with the SURT program. 


Do you see any advantages in group work? 


Yes, there are very definite advantages. According to a teachers’ 
federation study, group work, of course, is one of the most effective 


learning styles. 
Did they suggest why? 


| suppose it is because the students are working co-operatively and 
they learn from one another and there seems to be a high level of 
interest. However, | think, like any other method, if it is used too 
much, say for three or four weeks without too much variation, it 
can also lead to declining interest and declining effectiveness. 


Some time ago in one of our planning sections you told me of your 
desire to try to stay with the intents of the SURT program in the 
piloting stages. What sort of intents do you think you have accomp- 


lished in the two weeks of piloting? 


Perhaps to look at a small community that has an urban centre with a 
fairly large rural compliment and to look at the kinds of values people 
have in a community, as opposed to values that people would perhaps 
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Vance: 


Interviewer: 


Vance: 


Interviewer: 


Vance: 


Interviewer: 


Vance: 


have in a larger urban centre. Perhaps the purpose was trying to 
relate to students’ perceptions and students' experiences. | 

noticed when we played the game during the mini-conference the 
reaction of the adults participating was quite different than the 
students participating and their reactions. | think another intent, 
of course, for the program is to perhaps do a sample study of a local 
community, looking at education, economics, government services, 
efc. 


Do you think a local community is a suitable topic for students to 
study ? 


Oh, yes. | think there is a lot of interest in the local community 
and it is certainly a very relevant one. In fact, perhaps more 
Social Studies should begin with the local community and go from 
the known to the unknown. And, of course, that is what we usually 
do when we look at governments in the Social Studies 11. We look 
first at the Municipal Government, then the Provincial and Federal 
Governments. 


Yet, both students and teachers say that they should study the local 
community but often there seems to be an absence of that in school 
programs. Do you think there is a reason for this? 


Yes, probably because the local, which is familiar, is considered 
not an academically respectable area for study because it seems to 
be common knowledge. But really, in fact, it isn't. People are 

relatively uninformed about local politics, government structures, 


etc. oe. 
Do you see yourself using the SURT program again next year? 


Yes, | would like to use it. Probably for a five-week period. | may 
be using a week or so for simulation games and maybe four or five 
weeks for the study. But probably modifying it considerably based 
on my experiences from this piloting. 


What areas would you modify? 


Well, | would make some modifications on the simulation game. | 
think that there needs to be more detailed instruction with regard 

to the administration of it. And | think, perhaps, in places it is too 
theoretical. It is academically respectable but pragmatically it is 
not always workable. | think the time which one spends on the 
simulation game should be reduced, with some of the activities 
eliminated. As far as the SURT study itself is concerned, there is 
probably too much reading content for the students. It needs to be 
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condensed. It needs to be made more interesting, and | think a 
greater variety of activities need to be included. Provision for 
perhaps three kinds of students in a class, low, average, and 
above-average achievers, and provision for maybe half-a-dozen 
different learning and teaching styles. 


In light of these suggestions you made for modification based upon 
your experience in piloting, is there any meaning or significance 
that you can attach to the program? 


| would think it is one way of studying a local community and perhaps 
making some tentative unrepresentative generalizations to other com- 
munities. | think, like everything else in education, it's an oppor- 
tunity for a teacher to get together with the students. | think the 
development of skills and attitudes and general concepts can be 
achieved for a variety of curriculum materials. This is one effective 
method. In other words, what happens between teachers and students 
probably is more important than the curriculum material itself. 


The importance then is that this is simply another way of creating 
some interaction between student and teacher. 


Yes. Our students, however, had done some local studies previously. 
We've done things like field trips of the Cleardale area. A number 

of students had interviewed old time residents and written local 
histories. Others have visited specific industries in the community. 

So local history studies is not perhaps unique. Then, of course, 
students have studied political science, by attending council meetings, 
and by having the mayor and the local business people in. And, of 
course, we do an economic study of the community, looking at the 
attitudes and values of people. 


When a teacher implements a new program, what would you see as the 
ideal stages for planning? 


Well, | would really like to see the School Board release the teacher 
for a week. That would be ideal. A week's release time when | already 
knew my students, and when | knew the kinds of things | wanted to do 
with the program would be appropriate for planning the materials for, 
say, five or six weeks. However, that is rather an idealistic suggestion. 


What do teachers normally do then? 


Well, in my case, | was doing about thirteen things besides teaching. 
| got up at 5:00 a number of mornings, or | worked from 10:00 to 

12:00 at night. And, unfortunately, | was away on a three-day con- 
ference just before this material was introduced. | was given 24-hour 
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notice to substitute for someone else. Since it was a fairly signifi- 
cant conference | was the only other person perhaps in a position to 
go. This eliminated three evenings for preparation of the SURT 
program. However, | think | have had a fair amount of teaching 
experience and, being aware of the art of the impossible for a two- 
week period, | think | perhaps did justice to the piloting. 


If you depended upon your art and your experience of teaching, did 
you find the simulation disturbing? 


Yes. | sort of committed myself to a two-week period of the SURT 
case study. And the difficulty basically | found in the simulation 
game was not having adequate student and teacher materials. In 
other words, we did not have enough participant manuals. | just 

felt that the organization of the simulation game was not as effective 
as it could have been. For example, in the planning of the simulation 
game there should have been a sheet of paper indicating all the cont- 
ents. In other words, thirty pupil participating manuals, two teacher 
guide books, etc. And we also discovered that as it was mass pro- 
duced | really should have gone through the manual in detail where, 
instead, | assumed it was ready to go. | felt that there could have 
been more specific details for the piloting teacher. 


If | can return to the notion of disturbance again, you said that during 
the first week of piloting you were able to function in the classroom, 
despite your many other activities, because of your experience in 
teaching. Yet the simulation doesn't just function on classroom ex- 
periences, it depends on a very definite set of rules. © 


That's right! It presupposes that the instructor has read it and probably 
has played it once. | was at a disadvantage having played it almost a 
year ago. And, again, the students play it quite differently than adults. 
Adults probably go through it in a third of the time that students would. 
So | think we always need to caution adults that just because they do 
something doesn't mean the students will have the same experiences. You 
always need to allow for different responses when students are involved. 


(pause) 


| probably prefer to write out answers. | think | can give you a more 
thorough response. 


If you have to choose between my oral response and my written response 
| would think that the written response is probably a more considered 
opinion. It would probably take two or three hours to do a thorough 


job of that. As well as sending you my lesson plans... 


Fine. Thanks, Vance. 
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Interview with Bernie and Don 


June 5, 1975 


Bernie and Don, could you describe what you have been doing in 
Social Studies during the last two weeks? 


We've been studying the urban/rural transition. Trying to decide 
what it is. What to look for when you are going from, let's say, 
from an urban place to a rural place. | believe that is what we are 
trying to do. | guess they are trying to teach us what to look for 
when we are making a move. 

How would you describe the first week's activities, Don? 


Basically, studying the differences between city life and rural life. 


Are there any differences between what you have been doing in the 
last two weeks and what you have been doing previously in Social 
Studies II? 


Well, the course is different but the way we have been going about 
it, | guess, is basically what we have been doing so far in class. 


Do you see any differences, Don? 


| think we are getting a lot more group work done than we ever did 
before. That could be good, | guess. 


What is good about group work ? 
Well, you get to hear other opinions than your own. | think once a 
person gets over the initial fears of starting to say something in 


group work, once he gets over that, group work is one of the best 
ways to work. | believe you really get a lot accomplished. 


Have you had much group work before? 
Yes, quite a bit. One time we had sort of a mock parliament in the 


class. It didn't go very far but we managed to decide what our party 
platforms were, but we didn't have time to debate the issues. 


Are there any disadvantages to group work ? 


Well, you have to do what your group does. You can't go off on 
your own. You lose individuality. 
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Now, the simulation. You say you feel confused. Where are you 
going, and why are you playing the game? 


| don't think there is any really good outline for that game. Its 
so vague. It leaves too much up to the players. 


Do you think this is deliberate? 

| think it is. They tried to leave a lot out but | don't know why. 
You would like to play a game that's more structured then? 

A bit more, yes. 

Don, what is your view? 

It's structure versus chaos, that is what it is right now. 

How could it be improved? 


Oh, | think they should set up some better guidelines for playing 
the game. The instructions were never very good. You read them 
and you could play them in a number of ways. 


Yes, that is true. They are very vague. Maybe that is what they 
wanted. | don't know. You could play them a whole bunch of 
different ways. 


When you are doing something in class you like the outline of what 
to do very definite and not open-ended? 


Yes, at least some aspects. Some of it has to be left up to the 
students. 


What about you, Don? 


| think you could have something that is too structured and you could 
have something that is too chaotic and that is what we had in the 


classroom. 


Does the programme have any importance to you other than appearing 
chaotic? 


| think it is important that we normally try the things that are going 
to be affecting us as Cleardale becomes more urbanized. 
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It is good for moving situations. Because | never moved. Maybe 
when we get together in groups like this, | can hear other peoples’ 
opinions that they have about moving ... Because | have lived 
here for sixteen years. I've never really moved. 


Are there any other aspects of the program that are important to 
you? 


| kind of liked the amount of discussion we did. In comparison 
to textbooks, | think we are a far cry from that. 


What is the difference, then, between textbook oriented programs 
and what you are doing now? 


Well, in the textbook, all you are going to learn is in the textbook. 
It is terribly rigid. You deal with what is on the page; there is no 
real pizzaz to it or anything. 


You're not going fo go out and interview somebody. The interview 
is there on paper. You can't ask any questions you have about the 
thing. But if you go out and you are free to ask the questions to 
satisfy yourself you are not going to do that unless you have a big 
blank in your head about some questions that you would be asking 
if it were in a textbook. 


The opportunity then, Bernie, to interact with people is important 
to you? 


Yes. Not people just in print but people in real life. 
If | read an autobiography am | interacting with that person? 


| think he would be interacting with you, you wouldn't be inter- 
acting with him. 


You would probably be doing it up here but he wouldn't have a 
chance to do it. But here without the textbooks you interact with 
other people - be it in your class or in the community. 


Are there other aspects of the program that you liked? 


| liked reading about that Mr. Fauque. He seemed like a real old- 
timer. | thought that was very interesting. 


Can | interpret you as saying that you are interested in the history 
of your community? The life style of early homesteading ? 


edynM yeven T Hotta gers di 
gloesy: Shiono gziit oil mee i ct 19) 
evil svpd | szupped vs Qeiivom wale nh ort, 

| ee en aeayes en 


of tnptrogmi evo sei ripipoy ott to ai write soe emi . 


hotitnymos al sbib aw noszuselb to touemo sit eat 
) tort mo yo 121 o sim ew dni! .2leadtxet of 


a 


) Sestak 


APIO Pareto sean fed ted gr estou ort 2b todW me 
q iok sr-yey. ‘ork bro 
wen vntol ei: 


topdikad ailtoi 2 Anne! of piviog ovo vey te loodhet ert ni Mew | 
ont 21 ovat pcg SMino #4 tidw dtiw inet voY - bilgi ahalvien zt 
ih a a fea ot ae: loo1 


weivetai eal ~-ybedemez weiviate! boo Inqeg-ot gatog ton s1'uo¥ | 
att wed even vey eeitzeup yoo eo tno ya¥’ «tegeg mb owdteh 
ot enolieaup ‘ed? Sedoe1 09%) or voy bro do og vey F tud~ -poidt — 
sido. aver voy 2éelng Yorlt ob of prlag ton exp wey tse 
ener bivaw Hex ior) enolizoup amee tuado board sey ni alaetd be 
-aooditxat sal om ti % paae 
a r 


Sah siege t2owtni of toed saott 


euil toe nih oboe, diye eo ni ted aigeeg to sa 


cooly Wenn Ge Berne 
Sinoens tort sila Enitoowint es) igereoidatis. eo boos | w as 
i y Seg — ; 


“etn abl VOY vadene hte onitoamini ed haces od antl | 


seid tie — & 


| pov #nibluaty ect qu ti onidh od shintiee DiuOW LOY 
AiiW. toprstr “en oat aii ered teh 4h obic . 
| | oh abe thodin nie 


id 


Don: 


Bernie: 


Interviewer: 


Bernie: 


Don: 


Interviewer: 


Don: 


Bernie: 


Interviewer: 


Don: 
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Interviewer: 


Don: 


Bernie: 


Don: 


Interviewer: 


Bernie: 


Yes, | think that is really interesting. 


| think that is interesting, but | think it is more interesting to make 
a better future out of it. Taking part in making a future of it. 


Do you think looking at values that people have, over time, is 
important to you? 


I think so. Yes, | guess it is. It helps you evaluate your own values. 
At least it starts you thinking. You start to set your own values that 


you haven't got already. 


It is sorta nice to be able to see which way the trend is going. You 
know. See what is happening to the world. 


Did you see any trends in that classroom? 
Well, when they came to that class evaluation everybody evaluated 


themselves and it was interesting the way on each value we gave 
ourselves 4 or 5. | didn't think that was too representative. 


Students were pretty idealistic .... 
What values would you say the class was idealistic about? 


Freedom, it was way up there. Everybody was way up on freedom or 
morals. However, | don't know if my parents would be that high on 
the freedom scale. 


But that is the typical high school response. Everybody thinks that 
freedom is great. You know kids! 


Do you think, then, that values should be discussed in the classroom? 


Oh, yes. Sure. 


Yes, | do too. | don't mind discussing my values with somebody else 
but maybe there are some people who do object. 


Well, it's sort of like politics. If somebody who is up on one party 
and ignores the views of others, he will be quite vocal about it but 
other people sort of think politics is their business and whatever party 
they support, well, that's their matter. It's none of your business. 


Did you feel that you had the opportunity in your class to freely 
discuss values? 


Yes. 
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The values really didn't hit home that hard. They were sorta, | 
don't know, humanitarianism or everybody likes to say that they 

are humane. And it is not something that you know is a matter of 
conscience. | guess you just are. If they discussed, say, religion 
as the value, then somebody might get disturbed because they think, 
well, that's not a proper topic for the classroom. 


We had a good discussion during one of our library periods on re- 
ligion. There were four of us discussing religion for the whole 
period. 


Did the teacher arrange the discussion? 


No. What happens, the teacher sent us down to work on our essays 
and we got side-tracked. We wanted to stay and talk on the re- 
ligion trip. We had a substitute there. He didn't mind. 


What changes would you suggest for the SURT program? 


| think | would draw some fine lines and set a track for some more 
rules that the teacher could follow. 


They should bring up some controversial point that everybody can 
sort of take a side on. And you can argue on it. That's always 
interesting. 


Are there ideas or social rules that you think students in your class 


share ? 
( pause) 


| don't understand. 
Are you talking in terms of school spirit? 


Let me give you an example: The two of you are working on a project. 
Bernie, you are doing all the work. Don over here is coasting. Is 
there a shared rule that you say nothing? 


It depends on how the marks go. 


Okay. | am the teacher and | am going to grade you. | tell you that 
you will each get whatever | give you. Whatever you, as a group, 
get will be your individual mark. 


Well, then, | feel that it would be up to Don to do as much work as 


| am. 
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Don: 


Bernie: 


Interviewer: 


| don't think Bernie would go to the teacher about me on that 
case. 


No. 1! wouldn't. 


He would go to me and say, "Look you, smarten up and you be 
part of this group as much as | am, or get out." 


Yeah. That's what | think would happen with any group. | don't 
think they would go to the teacher. 


Thanks Bernie and Don. 
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